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ABSTRACT OF THE DISSERTATION
-----

PROBLEM: The primary objective of this study was to investigate the effectiveness of implementing a teacher in-service
training program in values clarification on the attitudes
students develop toward themselves, school, and the teacher.
PROCEDURE: Two kindergarten through sixth grade elementary
schools served as the experimental and control groups for
the study. Ten classes of third, fourth, fifth, and sixth
grade students participated in the experimental group and
eight third through sixth grade classes of students served
in the control group. The teachers in the experimental
school r.eceived sixteen days of in-service training in
values clarification between August 31, 1973 and Match 21,
1974. All students in grades· three through six in the
experimental and control group schools were pretested and
posttested with regard to attitude toward self, school, and
teacher. Three attitude surveys: How I am ... , How School
is ... , and How my Teacher is ... were developed by t~-invcs
tlgator and used to measure the three dependent variables of
the study. Twelve analyses of covariance were used with the
pretest scores serving as the covariates.
FINDINGS: A total of five out of twelve research hypotheses
were supported in the study. No significant difference was
found between the· experimental and control group students'
scores on the attitude toward self survey at any of th~ four
grade levels studied. A significant change between the
experimental and control group mean scores on the attitude
toward school dimension was found for fourth grade students
and it favored the experimental group; however, no significant differences were found for grades three, five, and six.
Students in grades three, four, five, and six whose teachers
received in-service training in values clarification made
significantly more favorable changes in attitude toward the
teacher than did students in grades three, four, five, and
six whose teachers did not receive in-service training in
values clarification. The differences were highly significant, reaching the .009 level and more.
CONCLUSION: The findings of this study clearly show that
the implementation of a teacher :ln·-seTY).cc training program
in values clarification results in more favorable students'
attitudes toward the teacher. Support f~r the theory of
~aths et al. (1966) was provided on the attitude toward
teacher dimension and was not supported on the attitude
toward self and school dimensions. Perhaps the dynamics
of the treatment process encouraged a more respectful,
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Abstract continued ·
positive, and considerate approach on the part of teachers
toward students' feelings, values, and opinions.
RECOMMENDATIONS: The following recommendations for further
research were made: (1) Further research and replication
should be made to extend the external validity of the findings to larger and more diverse populations. (2) Longitudinal research is needed to determine if attitudes toward
teachers persist over time and if attitudes toward school
and self begin making favorable changes. (3) Process
investigations relating to the extent and nature of the
specific classroom techniques implemented by the teacher
need to be conducted. (4) Other pupil outcomes, such as
academic achievement, social acceptance, and emotional
growth,should be investigated as a potential result of
teacher in-service training in values clarification.
(5) Teacher outcomes, such as changes in attitudes, teaching
and learning theory, and degree of flexibility, may also be
related to participation in training in values clarification, and this needs further research.
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Chapter 1
THE PROBLEM AND OBJECTIVES OF THE STUDY
INTRODUCTION
Present day society in the United States seems
complex and full of decision-making conflicts, particularly as it involves the·youth.

The youth are faced with

prolonged adolescence, that is, delayed entrance into
the work force and a search for individual identity.

The

society is characterized as being highly technical, automated, mobile, and rapidly changing.

According to Boutwell

(1972):
Everything that was known by man in 1900 was doubled by 1950. In another decade it doubled once more,
and again by 1970. It has been predicted that in some
areas of knowledge, such as biology, medicine, and technology, it will double again in less than five years
. . . without counting books, there are over 200,000
professional journals published each year (p. 20).
The whole approach to education may need to be reevaluated.

More specifically, ''the goals of the new social

studies had to be concerned with rapid change, changing
values, ever-increasing information barriers, great pluralism, and a host of other factors with which today's children
will h~ve to deal (Boutwell, 1972, p. 23).''
Not only are rapid changes in knowledge occurring,
but family life is undergoing transition as well.
1

All of

2

this contributes to added hurdles facing youth when coming
to grips with themselves.

Raths, Harmin,

& Simon

(1966),

report that "one out of three mothers is working, in one
out of every five families the mother is not home when children return from school, one out of every five families
represents a broken home, and that one out of every five
American families moves every year. (p. 15)."

Furthermore,

With the mother working, with more broken homes, with
the father away all day, there is less family sharing
. . . the consequence has been a growing confusion in
the life of children as to what is good and what is
bad, and what is right and what is wrong; and what is
just and what is unjust (Raths et al., 1966, p. 18).
Adding further concern to the issue of conflicting
values facing youth in our society today, Cody

& Lawler

(1969) point out:
As the values of the society become more difficult
to define, changes in family life patterns have made the
family less effective as an agency for value clarification. The many social and economic pressures upon all ·
members of the family have resulted in fewer contacts
among family members. Members, then, are left with
little help from the family in understanding the tremendous number of alternate values which confront them each
day through television, newspapers, radio, magazines,
books, and their general exposure to a society often
characterized by protest, crime, deprivation, unrest,
drugs, and conflicting sexual behavior (p. 2).
How do youth learn to cope with the situation?

Is

public education fulfilling the need of helping the young
pr~pare

for successful adulthood?

Have the schools been

filling the void of teaching in the areas of the affective
domain?

Are children of today learning values at school,

and is on-site education successful in fostering positive
attitudes?

The issue of values and attitudes may need to

3

become an area of concern for the public school system now
more so than ever, as indicated in

th~

following quotation:

On many occasions we are going to need help from the
family, from other teachers, and perhaps from a counse-·
lor, but the main burden in this confused and confusing
world can be borne by the classroom teachers of America
(Raths et al., 1966, p. 26).
Traditionally, teachers have either avoided becoming
involved with value issues or have helped children develop
values by less than desirable means (Abramowitz and Macari,
1972).

Abramowitz and Macari (1972) suggest that "students

are seeking answers to:
do I care about?

Who am I?

Where am I going?

---

What

="

What alternatives do I have (p. 622)?"

According to Simon (1972), "there is a need to bring
into teacher education a concern for value clarification
(p. 651)."

The two advantages of teacher training, in

values clarification, would be (1) to help clarify their
own values and (2) to learn strategies for helping their
own future students to clarify their own values.

-

The assump-

tion is:
If teachers clarify their own values then they may
be able to help their own students some day sort out
the confusion and conflict which surround ill of us
clarification of values contributes deeply to a person's
sense of identity and self-worth (Simon, 1972, p. 651).
on

•

New processes may need to be introduced to the classroom to enable children to express their feelings, values,
and individuality from early elementary grade levels through
the high. school years.

More specifically, classroom rela-

tionships may be crucial in the overall development of
students; that is,

4

The way a pupil feels about his peers, about his studies, and about his teacher is one of the major factors
determining how much he will benefit from his classroom
experience. A classroom learning at~osphere that
provides emotional support, encouragement, and mutual
respect is conducive to high self-esteem and to the
utilization of academi~ abilities. Without supportive
classroom relationships, pupils often lack interest in
learning, and the dual educational goals of academic
learning and mental health are difficult-to achieve
(Fox, Luszki, and Schmuck, 1966, p. 9).
The School A Peer Group Pilot Project was designed
to "develop,· implement, evaluate, and disseminate a model
for use within educational systems that will establish
formative environments for mental health deveiopment and
prevention of mental health problems (Gibbs, 1973, p. 24)."
The program proposed to train elementary school teachers as
facilitators in values clarification which should produce
positive attitudinal change among students.

A teaching

theory with methods in values clarification (valuing process) had been developed for classroom use by Louis E. Raths,
Merrill Harmin, and Sidney B. Simon (1966) and was later
implemented in the School A Project during the 1973-1974
school year.

The project may provide a new direction in

the field of values education in the public schools.
THE PROBLEM
The introduction cited the complexity, confusion,
and rapid change in our society which presents many
decision-making situations and value questions for the
people, particularly the youth.

It was suggested that

teaching and learning experiences in the affective domain

-

c:c--~~-
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have been relatively limite<;! and a new teaching approach may
be needed that offers a preventative mental health orientation.

Such an approach is needed that will encourage and

foster the development of values and attitudes in our
school-aged youth.

A values clarification approach was

alluded to as a possible means of enhancing the attitudes
students develop at school.
The author, therefore, investigated the effects of
a values clarification in-service teacher training

prog~am

on the development of student attitudes. ·
Statement of the

Proble~

The present study was designed to evaluate the
effectiveness of implementing an in-service training program
for teachers in values clarification as it related to the
development of favorable attitudes of students toward
(1) themselves, (2) school, and (3) the teacher.

A measur-

ing device was designed specifically to measure the outcome
variables for the study.
If teachers have traditionally either imposed their
own values on students or ignored the whole issue of values,
the attitudes students manifest toward themselves,' school,
and the teacher may be enhanced as a result of a more
humanistic approach toward values education.
Importance of the Studx
Because of the importance of the development of
values and attitudes in our society, a teaching approach

~

~

--------
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in values clarification may prove beneficial.

The impor-

tance of such a teaching approach lies in the need for
students to understand values for direction in their lives.
Furthermore, such an approach seems warranted due not only
to its growing importance in the present society, but to
the relative neglect by the school personnel in the past.
The overall effects of a teacher in-service training
program in values clarification upon student attitudes has
yet to be determined.

A more humanistic approach offered by

teachers in the area of values (valuing) was investigated as
a means of fostering more favorable attitudinal development
on the part of elementary school students.

PURPOSE OF THE STUDY
The primary objective of this study was to investigate the effectiveness of teacher in-service training in
values clarification on the attitudes students develop
toward themselves, school, and the teacher.

HYPOTHESES
The hypotheses to be investigated are related to the
effectiveness of implementing a values clarification
in-service training program with teachers for the purpose
of improving student attitudes toward self, school, and the
teacher.

The attitudes of students whose teachers have par-

ticipated in values clarification in-service training were
compared with the attitudes of students whose teachers did

7
not receive in-service training in values clarification.
Hypotheses which this study determined to investigate
include:
~pothesis 1.
Students whose teachers participate
in values clarification in-service training make more
favbrable changes in attitude toward self than students
whose teachers do not receive training.

!_iypothesis 2. Students whose teachers participate
in values clarification in-service training make more
favorable changes in attitude toward school than students whose teachers do not receive training.
Hypothesis 3. Students whose teachers participate
in ¥alues clarification in-service training make more
favorable changes .in attitude toward teachers than
students whose teachers do not receive training.
ASSUMPTIONS AND LIMITATIONS
The study \vas guided by several assumptions and.
].imitations.

These were as follows:

Assumptions
1.

The Coy Attitude Surveys, How I am ... , How School
is ... , and How my Teacher Is ... , reflect the constitutive meaning ascribed to them.

2.

No consequential selection bias exists between the
treatment school and the control school for either
teacher or student personnel.

3.

The monthly substitute program and m1n1mum school
days provided for teacher in-service training had
no consequential effect upon the student attitudes
for the experimental school.

4.

The teachers, after participating in in-service
training sessions, implemented the values clarification approach in the classroom.

Limitations
1.

The study was limited to students attending School A
which served as the experimental group, and School B

----
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which served as the control group. Both schools
make up part·of a unified school district and serve
similar upper-middle-class populations.
2.

The study was limited to students enrolled in grades
three, four, five, and six.

3.

The study was limited to the particular value clarification in-service training sessions provided for
the teachers at School A.

4.

The study was limited to a treatment period extending from September 1973 to the end of March 1974.

5.

The study was limited to program outcomes as
measured by the three Attitude Surveys.
I

DEFINITION OF TERMS
The terms applicable to this study were defined as
follows:
1.

Values Clarification Process: The examination of
one '.5 purposes, feelings, Choices, attitudes,
aspirations, and beliefs.

2.

Y_?..lues Clarification Strategies: Specific strategies to help students build the valuing process
into their lives. The intent is to involve students
in practical experiences, making them aware of their
own feelings, their own ideas, their own beliefs, so
·that choices and decisions they make are conscious
and deliberate, based on their own values (Simon,
Howe, and Kirschenbaum, 1972, p. 398).

3.

Values or Valuing: Based on the approach formulated
by T.ouis E. Raths et al. (1966, p. 30), valuing is
composed of seven criteria:
Choosing

(1)
(2)
(3)

freely
from alternatives
after thoughtful consideration of the ·
consequences of each alternative

Prizing

(4)
(5)

cherishing, being happy with the
choice
willing to affirm the choice publicly

(6)
(7)

doing something with the choice
repeatedly, in some pattern of life

Acting

..

...

9

4.

Values Clarification Approach to Teach_!E.&_: Assisting children in using the process of valuing (Raths
et al., 1966, p. 38):
(1)

(2)
(3)
(4)
(5)

(6)
(7)

5.

6.

Encouraging children to make choices and to
make them freely~
Helping them to discover and examine available
alternatives when faced with choices.
Helping children weigh alternatives thoughtfully, reflecting on the consequences of eachi
Encouraging children to consider what it is
that they prize and cherish.
Giving them opportunities to make public affirmations of their choices.
Encouraging them to act, behave, live in accordance with their choices.
Helping them to examine repeated behaviors or
patterns in their lives.

Value Indicators: Examination of beliefs, opinions,
and attitudes that are not values; they are potential values or related to values but do not meet the
criteria of "values" defined above. Some indicators
may or may not be values: goals or purposes, aspirations, attitudes, interests, feelings, beliefs and
convictions, activities, and worries. The goal is
to raise these value "indicators" to· the level of
values (Raths et al., 1966, p. 33).
Values Clarification Response: A way of responding
Eo a student designed for him to consider what he has
chosen, what he prizes, and/or what he is doing; its
purpose is to stimulate him to clarify his thinking
and behavior and thus to clarify his values (Raths
e t al. , 19 6 6 , p. 51) •

7.

How I am ... Attitude Survey: Constitutively, attitude toward self denotes respect for oneself,
feelings of importance, and worth as a person.
Operationally; attitude toward self is defined as
the sco~e on the How I am ... survey.

8.

How School is ... Attitude Survey: Constitutively,
attituCi.e toward school denotes beliefs, feelings,
and opinions of students toward school, classwork,
subjects, homework, and learning. Operationally,
attitude toward school is defined as the score on
the How School is ... survey.

9.

How ~y Tea_~_!le1:_ is ... At~itude Surv~: Constitutively, attitude toward teacher denotes beliefs,
feelings, and opinions one has toward the teacher.
Operationally, attitude toward teacher is defined
as the score on the ~ow mv T~!ach~.J:..~ survey.

...

. ..
..

··

....
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SUMMARY
The first chapter of the report outlined the

:-----

problem and importance of teaching for values and decisionmaking skills in the present society.

A values clarifica-

tion approach was examined as a possible means of enhancing
the attitudes students develop at school.
The values theory of Raths et al. (1966) was the
theoretical

f~amework

for the in-service training program
----

for teachers, and the values strategies presented by Simon
et al.

(197~

served as a main resource for both in-service

training and classroom activities.

All eighteen teachers

at School A participated in the seven month in-service
training program in values clarification.

All students

in grades three, four, five, and six in both the control
and experimental schools were administered pretesting and
posttesting during the 1973-1974 school year.
The

write~

presented the statement of the problem!

importance of the study, hypotheses, assumptions and limitations upon which the study was based, and defined certain
important terms related to the study.

I

\

Chapter 2
REVIEW OF THE LITERATURE RELATED TO THE STUDY
The purpose of Chapter 2 was to review and report

i---

what has been previously written and researched on the
topic under investigation.

Two computer-assisted searches,
-

one by DATRIX (Xerox) and the other by San Mateo Educational
Resources Center, in conjunction with manual searches, constituted the means by which the related literature on the
topic was obtained.

The preponderance of the literature

was found to have been written on the need, process, and/or
strategies used in values. education.

Few actual research

studies showing student and/or teacher outcomes of value
education programs were found.
The presentation of the literature reviewed on
values education has been separated into four nondistinct
categories:
1.

The importance of values education in society

and school.
2.

The values clarification philosophy and process.

3.

In-service teacher training programs in values

education.
4.

The effects of values clarification on changing

student attitudes, values, and achievement.
11

THE IMPORTANCE OF VALUES EDUCATION
IN SOCIETY AND SCHOOL
With increased attention being devoted to the issue
of values education in the current literature, the question
arises as to why values education is thought to be a significant or important domain in society and education today.

- -

As noted in Chapter 1, recent conditions in society
have been characterized by confusion, complexity, and rapid
change.

Simon

& Spargo

(1971) paraphrase Postman

&Wein-

gartner (1969) as follows:

r----

The rate at which the world is changing has speeded
up considerably within the last generation. Change now
occurs so rapidly, new knowledge comes to us so rapidly
that we barely have time to adjust to one change, to
learn one set of new facts before that new knowledge
becomes irrelevant because so much has changed and so
much more knowledge has come to light while assimilating the old.· The implications of this change revolution
are profound, particularly for educators. It no longer
makes sense to drum facts into the heads of our students
(p. 5) •

This suggests that there are many more demands
placed on individuals for choices and the decision-making
pressures have increased.

Compounding the difficulties are

certain inconsistencies and conflicting values:
In a society like ours, where many conflicting
values exist, students acquire a number of values that
are in opposition to each other. For example, American
young people are bo1iliarded from all sides by conflicting
slogans. They are urged to be concerned and involved,
yet not to interfere in the affairs of others. One
should be "genuine" and "authentic," but still not
reveal one's true feelings. You may not be able to
"keep a good man down" but remember that "it isn't what
you know, it's who you know that counts." We may be our
"brother's keeper," but "charity begins at home" . . .
Is it any wonder that many students are confused as to
what to believe (Fraenkel, 1968, p. 23)?
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The importance of teaching in the areas of the
affective domain has been underscored by
writers in the field of education.

s~veral

current

According to Cody

&

I

Lawler (1969), as well as other authority figures, the need
for teaching in the affective domain in order to keep pace
with instruction in the cognitive domain is becoming more

f-'-----~

and more critical as technological and scientific discoveries continue to unfold.

The issue of values education has

become a viable issue in education today, as the following·
quotation indicates:
The factual approach may have sufficed in an earlier, less complex and confusing world, but today, with
nuclear holocaust just outside the window and the polluted atmosphere already seeping in, we simply cannot
afford to train a generation of students who know the
how and why of scientific phenomena, but do not have a
process for inquiring into the values issues raised by
the topics they study (Harmin, Kirschenbaum, & Simon,
1970, p. 17).
The study of value issues may be treated independently of traditional subject matter

oi incorporated into

such fields of study as science, history, human relations,
social studies, or other subject areas:

"History is filled

with values issues to stimulate the students' thinking and
to bring the subject close to home, thus making,it much
'

more relevant and interesting (Harmin, Kirschenbaum,

&

Simon, 1969, p. 569)."
Another dimension in the educational process has
been introduced and is being considered as a complementary
aspect of cognitive teachings.

The role of education is

shifting to include a look at teaching in affective areas:

..
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The major function of the school has typically been
seen to be the imparting of cognitive and motor skills.
The learning through self-develop~ent of an adequate set
of values is just as important a part of the learning
process--if not more so--as acquiring cognitive and
motor skills (Carney, 1971, p. 14).
In their book Values and Teaching, Raths et al.
(1966) add further support for the need of incorporating
values education in the classroom:
As the world changes, as we change, and as we strive
to change the world again, we have many decisions to ·
make and we should be learning how to make these decisions. We should be learning how to value. It is this
process that we believe needs to be carried on in the
classrooms, and it is at least partly through this process that we think children will learn about themselves
and about how to make some sense out of the buzzing confusion of the society around them (p. 37).

---

Gray (1972) also stresses the need for values education in the schools when he states:

---

Thus, it would seem logical to conclude that (a)
learning about values, (b) learning about the process
of valuing, and (c) learning how to inquire into ·the
value dimensions of personal and/or social issues and
problems, are instrumental to the task of preparing
young people to effectively deal with the problems and
tensions that presently confront them, and are likely
to continue to do so in a dynamic, pluralistic, industrial society (p. 131).
Added support for the incorporation of affective
experiences in the classroom was implied by Bane and Jencks
(1972) who suggested using an affective measure in the evaluation of the success of schooling.

They say:

It follows that the primary basis for evaluating a
school should be whether the students and teachers find
it a satisfying place to be . . . our concern with making schools satisfying places for teachers and children
has led us to a concern for diversity and choice (p. 41).
Such a focus somewhat changes the role and function
the schools have traditionally provided for the youth.

..
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According to Raths et al. (1966) and Simonet al. (1972),
more emphasis in the classroom must now be.placed on values,
feelings, attitudes, opinions,

decision~making

skills, and

choices.
THE VALUES CLARIFICATION PHILOSOPHY AND PROCESS
A relatively recent procedure in education focuses
on the teacher providing students with opportunities to
T~aditionally,

examine their own values,

however, education

in values has been approached in a less than adequate manner
(Raths et al., 1966).

In the schools, for example, "it is

customary for schools to inculcate or impose certain values
in students, consciously, or unconsciously, as fixed, exter(Covault~

nally derived imperatives

1973, p. 2199-A)."

Seven traditional ways, say Raths et al. (1966), have beeri
used to develop values:

by persuading and convincing, set-

ting an example, limiting choices, inspiring, rules and
regulations, cultural and religious dogma, and appeals to
conscience.

Cody

& Lawler

(1969) believe the schools are

not the only institution that has neglected or abused the
issue of values; they say:
'

Many children, feeling that the values advocated by
their parents are inadequate· for today's society, "turn
off" their parents, which further complicates the problem of building values. Also the decreasing religious
activity of many people indicates the diminishing effects
of the church in shaping the values of our young people.
What, then, is the responsibility of the school for
developing values? 'When all is considered, the most
logical, immediate and permanent solution seems to be
a learning experience whereby a child may learn a

------- - -
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process of evaluating all of his experiences and putting
them into some kind of personal and intelligent order.
This experience is called the valuing process (p. 2).
Raths et al. (1966) have developed a value theory
that encourages the process of valuing.

It is designed to

help children clarify for themselves what they value.

Simon

et al. (1972) have provided numerous strategies for teacher
in-service training and school curricula materials to assist
them in the formulation and examination of values.

The goal

is to involve students in practical experiences, "making
them aware of their own feelings, their own ideas, their
own beliefs, so that the choices and decisions they make are
conscious and deliberate, based on their own value system
(p, 39 8) • II

Such concern has emerged from the confused and
rapidly changing society that youths, as well as adults,
found themselves facing.

The need for including value study

in the school curriculum is essential to the development of
an adequate value system (Raths et al., 1966; Bensley, 1970).
According to Raths et al. (1966):
We are not interested in identifying the values
which children hold. We are more interested in the
process because in a world that is changing as rapidly
as ours, each child must develop habits of examining
his purposes, aspirations, attitudes, feelings, etc.,
if he is to find t4e most intelligent relationship
between his life and the surrounding world, and if
he's to make a contribution to the creation of a better
world (p. 37).
Peck

&Havighurst

(1960) add appeal for an alter-

native approach to traditional kinds of value teaching by
stating:

--·--·-----=-==---=---
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It is temptingly ea~y and insidiously gratifying to
"mold" children or to "whip. them into line" by exercising one's superior status and authority as an adult.
It is often personally inconvenient to allow children
time to debate alternatives, and it ·may be personally
frustrating if their choice contradicts one's own preferences. If there is any selfish, sensitive "pride" at
stake, it is very hard for most adults to refrain from
controlling children in an autocratic manner. Then,
too, like any dictatorship, it looks "more efficient"-to the dictator, at least. However, the effect on
character is to arrest the development of rational
judgment and to create such resentments as prevent the
growth of genuine altruistic impulses. For thousands
of years, the long-term effects have been ignored and
sacrificed to short-term adult advantages, most of the
time. Probably it i$ no accident that there are
relatively few people who are, or ever will become,
psychologically and ethically mature (p. 191).
It has been suggested (Raths et al., 1966) that we
need to help children deal with the complexities of modern
living by the proposal of an alternative method described
as values clarification approach to teaching.

The values

clarification approach is based on the premise that only
if students make their own choices and evaluate the consequences can they develop adequate and firmly defined values
for themselves (Mears, 197J).

The clarifying response is

crucial as a basic strategy in the valuing process.

It is

·used to help the student consider what he prizes, what he
chooses, and how he acts.

"A clarifying response avoids

moralizing or giving values .
right or wrong .

'
there is no mention
of

a clarifying response sets a mood for

thought . . . it leads a student to think by himself (Cody

&Lawler,

1969, p. 13)."

Moreover,

Value clarification involves a series of strategies
which are not guilty of forcing one set of right values
down the throats of all students. Instead, the process
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tends to raise issues, to ~6nfront the student with
inconsistencies, ·and to get him to·· sort out his own
values, in his own way, and at his own pace (Abramowitz
and Macari, 1972, p. 622).
The teacher is the key person in the values clarification approach to teaching for value development (Raths
et al., 1966; Cody and Lawler, 1969).

Furthermore, the

climate must be set and the opportunities provided for
students to understand and develop their own value system.
The teacher must value the process in order for it to be
beneficial for students, as clarified below:
Freedom of choice, the major premise of the valuing process, can only exist in a climate that supports
acceptance and respect on the part of the teacher. An
atmosphere in which a student feels stifled, threatened,
or hesitant to express his feelings will not encourage
self-direction and decision-making. For the classroom
teacher to achieve such a climate, she must feel, as
well as express, respect and concern for each student.
Teacher direction, rather than permissiveness, is
necessary for value development (Cody and Lawler,
1969, p. 15).
According to the values clarification theory:
Teaching the valuing process entails three important
steps: (1) The teacher should provide time and opportunities for a child to express his ideas, feel1ngs, and
experiences . . . , (2) These value expressions should be
accepted nonjudgmentally. If they are not, the student
will soon learn to keep his true values to himself in
order to avoid criticism; and (3) The student should be
encouraged to examine in more detail his position on
specific environmental issues, as well as explore other
aspects of the problem (Knapp, 1972, p. 116).
In short, "when using the activities and strategies for
values-clarification, encourage a classroom atmosphere of
openness, honesty, acceptance and respect (Simonet al.,
1972, p. 25)."

The theory in Values and Teaching by Raths

et al. (1966) provides a humanistic, systematic, and

"--~-----~
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widely applicable means of teaching for values.
IN-SERVICE TEACHER TRAINING PROGRAMS
IN VALUES EDUCATION
The systematic approach of teaching in the valuing
process is relatively new in education and, as a consequence,
awareness of this process is not widespread in the teaching
profession.

"Workshops are needed for teachers to learn how

to ask clarifying responses," and, with training in values
clarification, "teachers tend to ask more and tell less
which fosters class interaction and reveals values (Gagnon,
1966, p. 1293-A)."

For the most part, the implementation of

a values clarification approach in the teaching methodology
used by teachers may represent a considerable

depa~ture

from

practice; for example:
For many teachers a mild revolution in their classroom methodology will be demanded if they are to do very
much with the clarification of values. For one thing,
they will have to do much less talking and listen that
much more, and they will have to ask different kinds of
questions from the ones they have asked in past years.
Teachers usually favor questions that have answers that
can be scaled from "right" to "wrong." No such scoring·
can be applied to answers to clarifying questions (Raths
et al., 1966, p. 81).
The research found on the effects of teacher inservice training on teachers' behavior has been inconclusive.
As an example, Clark (1972) investigated the effects of the
valuing process on the self-concepts, as measured by the
Tennessee Self-Concept Scale, of twenty-five elementary
school teachers.

The training session covered ten weeks,

and after a comparison with a control group he concluded

~----
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that "the groups were not significantly different at the

.OS level (Clark, 1972, p. 2212-A)."

In another study,

Wilgoren (1973) proposed to determine the extent to which
self-concepts of fifty pre-service (undergraduat.e students
in a teacher training program) teachers were influenced by
two different values clarification programs.

The hypothesis

that "persons experiencing either the Simon or Oliver values
clarification treatment will improve self-concepts was supported (Wilgoren, 1973, p. 4'072-A)."

Moreover, Crellin

(1968) designed a study to investigate cognitive learning
and attitude change following a one-week in-service summer
session course for twenty-six teachers in values clarification.

He reported:

The results seem to indicate that the instructional
experience in question increased the subjects' knowledge, engendered favorable predispositions on their
parts towards this knowledge and its implications for
their teaching, and actually enabled many of them to
use the knowledge pervasively in their classrooms in
the form of specific teaching strategies based on a
rationale new to them (p. vi).
Although the findings of research related to the
effects of in-service teacher training programs in values
clarification on teacher attitudes are somewhat inconclusive, the research suggests that the potential for ·in-service
training and teaching in the area o£ values education shows
definite promise and should be further researched and
developed.

The next section reviews the effects of values

clarification in-service teacher training on student
behavior.
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THE EfFECTS OF VALUES CLARIFICATION ON CHANGING
STUDENT ATTITUDES, VALUES, AND ACHIEVEMENT
The present upsurge placing importance on values
education is not a new phenomenon.

John Dewey addressed

the issue of values, particularly in his 1939 essay Theory
of Valuation and his Moral Principles in Education (1909).
Dewey's work forms the background for the values
tion theory developed by Raths et al. (1966).

cl~rifica-

However,
~

empirical research on the theory as it relates to pupil
behavior did not e1nerge until the late 1950's.

The more

recent research found on the topic shows a renewed interest
regarding the need for implementation of the valuing process
in education.

Nevertheless, the findings concerning the

effectiveness of such implementation are limited, inconclusive, and warrant further investigation.

Particularly

lacking are adequate measuring devices as well as consistent
and sound research evidence.
Simon (1959) was one of the first investigators of
the valuing theory.

He studied the effects of teacher

in-service training on the behavior of secondary students.
The values clarification methodology was taught to ten high
school teachers during a fifteen-week in-service program.
Each teacher worked with a student with particular behavior
problems (e.g., apathy, flightiness, indecision, inconsistency, and overconformance).

Two independent judges rated

the ten teachers' daily reports of conversations held with
each subject to determine the degree to which they applied

-~

·
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the values clarification methodology:
The conclusions of the study are cast in confusion.
Although eight of the ten experimental children in the
study manifested less of their undesirable behavior,
only one child underwent changes which were sweeping,
dramatic and recognized widely by other teachers in the
school. Furthermore, only one of the teachers, according to the ratings of the independent judges, demonstrated an effective application of the values clarification methodology (Simon, 1959, p. 228).
In his dissertation on "Value-clarification," Simon
(1959) found that high school teachers experienced difficulty in learning and using the theory and suggested that it
might be easier for elementary school teachers to implement.
More specifically, he attempted to explain this difficulty
in terms of the subject matter orientation of secondary
teachers which may prevent them from developing an interest
in values.
C. E. Skidmore (1970) also failed to provide support
for a teacher-training program centered around the LasswellRucker value framework and curriculum interventions as it
.affects the values of fourth grade pupils.

Bloom (1969)

studied the effects of teaching value-clarifying techniques
with teacher candidates on student behavior.

Although he

reported that forty percent of the interns showed considerable ability in using value-clarification techniques and had
reported marked behavior change among their experimental
students, "the two major hypotheses of the study, (1) students with value-related problem behavior would undergo
noticeable behavior change if (2) the interns effectively
applied value-clarifying procedures with them (Bloom, 1969,

=
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. p. 2875-A)," were not supported.
The application of values clarification theory and
process to drug abuse prevention in the schools has recently

&

received growing recognition in research projects (Hill
Kitzinger, 1967; Brayer

&Brayer,

& Carney,

1970; Rucker, Arnspiger,

1971; Carney, 1971; Carney

&Brodbeck,

1969).

The

conventional cognitive method of teaching information on
drugs has been considered unsatisfactory by itself as a
preventative drug abuse measure.
One of the first full scale projects implementing
--~-

values education for the purpose of reducing drug abuse
was carried out in the Coronado Unified School District.
A kindergarten through twelfth grade educational program
including teacher guides was prepared and implemented in
the project.

Stated briefly:

The hypothesis of the plan is that if a youngster
has a good self concept, relates well to others, maintains a strong system of values, utilizes decision~
making and problem solving skills effectively, has an
awareness of influences about him that are likely to
affect his behavior, and has a basic understanding of
the nature of drugs, their use and abuse, he will be
able to associate with his peers yet retain his own
individaality and values and resist the temptation to
go along with the crowd in the use of drugs or any
other anti-social behavior (Jordan, 1972, p. 8).
The findings reported in the Coronado Project indicated student attitude change, that is, "they [students]
seem to show less inclination to use drugs and to take high
risk for low gain," and a substantial decrease in youth
drug arrests was reported (Jordan, 1972, p. 26).

---
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Drug abuse prevention is only one purpose for implementing values education in the schools.

Raths et al. (1966)

reviewed the research on valuing in education up to the midnineteen sixties and reported:
Taken as a group, they [research studies] contributed
some support for the assertion that the valueclarification process do [sic] make a difference in
certain patterns of stuaent behavior. In general,
it was found that students became more purposeful and
active (p. 219).
Simon et al. (1972) have also reviewed and summarized the
research on valuing in the schools.

They point out:

The small amount of empirical research that has been
done on the values-clarification approach, and the large
amount of practical experience with this approach by
thousands of teachers, indicate that students who have
been exposed to this approach have become less apathetic, less flighty, less conforming as well as less
over-dissenting. They are more zestful and energetic,
1nore critical in their thinking, and are more likely
to follow through on decisions. In the case of-underachievers, values-clarification has led to better .success in school (p. 20).
Sanford

&Seiders

(1970) predicted that students of

teachers who participated in in-service training on Lasswell's eight value categories would demonstrate measurable
change on their own specially devised instrument called the
"Values Inventory of Behavioral Responses."

The experimen-

tal students used in the study were provided with.experiences
from the Human Values Series. (Arnspiger, Brill, & Rucker, ·
1967) and showed "a change in their valuing, with the
younger children appearing to be affected more by the
program than the older children (Sanford
p. 4837-A). II

&Seiders,

1970,

---

·- ...
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Studies reported by Jonas (1961), Machnits (1961),
and Martin (1961) showed that four out of five students in
the experimental group receiving daily encounters in clarifying values improved significantly in non-value related
behavior.

Wilson (1972) utilized various values clarifica-

tion strategies and reported that 50% of the subjects
understood themselves better and one-third had greater
empathy toward people of different race, sex, and religion.
Another study supporting the effectiveness and
utility of the values clarification teaching strategies was
reported by Covault (1973).

-~------~

The major goal of the research

project was to "investigate the significance a series of
values clarification teaching strategies, based on this
emerging valuing theory, may have for the self-concept and
certain classroom coping and interacting behaviors of
---------------

elementary students (Covault, 1973, p. 2)."

The experimen-

tal group consisted of fifty-five fifth grade students who
received eleven hours, at the rate of one hour per week, of
values clarification teaching strategies.

The teaching

strategies were developed by Covault and were based on the
theory and research of.Raths et al. (1966).

The Sears Self-

Concept Instrument, Student Classroom Behavior Rating Form,
and the Student Value Related Behavior Rating Form served as
the evaluation instruments.
The Sears Self-Concept Instrument is a self-rating
inventory made up of ten subscores.

Both the behavior

rating scales were based on teacher judgment.

Three out of
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six hypotheses were supported.

Covault (1973) therefore

concluded that
the values clarification teaching strategies appear to
be very effective for improving the self-concept, as
measured by the Sears Self-Concept Instrument, and
classroom coping and interacting capacities of the
experimental fifth grade group of students (p. 78).
Also, Covault recommended additional research on the relationship between values clarification teaching strategies
and student self-concept.
Bensley (1970)

i~ves~igated

the effects of intra-

ducing a non-directive in-service teacher training program
in the Lasswell-Rucker eight value categories on both the
values and achieve1nent of eighty-s1x third, fourth, and
fifth grade students.

He found that children who were

introduced to the Lasswell-Rucker value categories showed
consistent significant positive change in all eight categories on the basis of the Murphy Inventory of Values.

No

significant differences were found in achievement pretest
to posttest gain scores.

Bensley concluded that "the

implementation of valuing in the classroom can result in
positive change in values, and that, a non-directive approach
to in-service training can be successfully accomplished
(Bensley, 1970, p. 113)."
An investigation of the effects of a formal university course for teachers in values clarification on the
achievement gains of sixth grade students was conducted by
Berry (1973).

He reported that the combined experimental

groups showed significantly greater gain scores in reading,

'
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language, and mathematics on the Comprehensive Tests of
Basic Skills than did the control group.
The previously cited research suggests that the
theory of Raths et al. (1966) on valuing and values clarification strategies warrants further investigation due to
the limited scope and inconclusive findings.

New measuring

devices need to be implemented under more effective· experimental conditions.
. ..

Only one study was found that relates values clarification teaching strategies with the self-concepts of
students.

The one study found measuring the self-concepts

of students was limited to fifth grade students only.

More-

over, no research has been reported to date that· considers
the effects of values clarification training for teachers
and the resulting student attitudes toward school and
teacher.

The main purpose of this study is to provide more

information on the utility and effectiveness of implementing a comprehensive teacher in-service training program in
values clarification on elementary students' attitudes.
Berry (1973) suggested that only when a student
achieves a healthy attitude toward himself will he be able
to develop a strong system of values:

"Value clarification

tends to develop a strong self-concept (p. 42)."
There is not only a need to study the relationship
between the values clarification strategies and the development of self-concept (Covault, 1973), but just as importantly
the need for early implementation is essential for the
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development of values, attitudes, and beliefs (Berry, 1973).
Berry cites the work of Piaget (Maslow, 1959) as indicating
that,
as an individual matures, the changing of attitudes,
beliefs, and values becomes increasingly difficult (if
not impossible) in the school setting. For this reason
it is necessary to begin an effective program of attack
against anti-social behaviors, such as drug abuse, as
early as possible (Berry, 1973, p. 41).
The above review of the recent research on values
clarification suggests that teachers who undergo training in
'--

-

values clarification for the purpose of learning more about
themselves (clarifying their own values) and learning strategies to implement such training in their curriculum may
interact with their students in ways that encourage and
foster feelings of self-worth, decision-making, and clarification of their own values.

Not only may enhanced self-

concepts emerge, but attitudes

tow~rd

might also consequently improve.

school and teacher

Such changes in attitude

represent the essence of this investigation and will be
measured by three instruments designed specifically for this
study.

It should be made clear that the attitudes measured

represent value indicators and not values per se.

SUMMARY
The second chapter reviewed the relevant literature
and research that pertains to the study.

Chapter 2 was

divided into four sections, (1) the importance of values
education in society and school, (2) the values clarification

-

--

29
philosophy and process, (3) in-service training programs in
values education, and (4) the effects of values clarification on changing student attitudes, values, and achievement.
It was suggested in the review of the literature
and research in values education that teachings in the
affective domain, particularly in the area of values, may
be crucial in the rapidly changing world of knowledge and
conflicting values present in the society (Cody

& Lawler,

1969; Raths et al., 1966; Simonet al., 1972).

Furthermore,

evaluation of school programs using value indicators may be
a new and important means of measuring school success (Bane

& Jencks,

1972; Fox et al., 1966).

The valuing theory of Raths, Harmin,

& Simon

has

been suggested as a viable method of approaching the issue
of teaching for values clarification.

It presents a system-

atic approach to valuing that allows students to choose and
develop their own system of values.

The 'teacher is the key

influence in the process and the clarifying response is one
of the main tools used in encouraging children to develop
values on their own (Raths et al., 1966).
Some supportive evidence for teacher in-service
training programs in the valuing process has been suggested;
however, conclusive support has yet to be provided.

It

has been further suggested (Simon, 1959) that elementary
teachers may have more success in implementing values clarification techniques in the classroom.

..
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The research showing the effects of values clarification teaching strategies on pupil values and achievement
has also been inconclusive.

Further research is needed for

purposes of developing new tools for evaluating such programs as well as utilizing more effective experimental
research conditions.

Research is needed to clarify the

effects of implementing in-service teacher training in
values clarifications on attitudes students develop toward
·themselves, school, and the teacher.

The purpose of this

study is to provide such information.

>--------

r--------

Chapter 3
THE DESIGN AND PROCEDURE OF THE STUDY
The design and procedure of the study are described
below under sections dealing with the following:

(1) set-

ting of the study, (2) population and sample characteristics,
(3) research design and statistical procedure, (4) testing
,__

instruments, (5) pretest-posttest administration and teacher
in-service training, (6) hypotheses, and (7) summary.
SETTING OF THE STUDY
The setting of the study was in an elementary school
district with a 1973-1974 enrollment figure of 1,947 children, kindergarten through eighth grade.

Recent census

bureau data (1970) shows that the community consists of
approximately 20,000 inhabitants.

It is an upper-middle-

class suburban community situated in a commute zone outside
a large metropolitan city.

,,

The investigator was granted permission to become
involved in the project at the experimental school (School
A) by the school administrator.

The school principal of a

nearby kindergarten through sixth grade elementary school
in the same district granted permission to the investigator
to use his school as the control (School B).

The investi-

gator worked closely with the educational coordinator for
31
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the project during the 1973-1974 school year.

The project

was funded by the California State Department of Education,
State Drug Education Training Program and was co-sponsored
by the elementary school district and the County Superintendent of Schools.
POPULATION AND SAMPLE CHARACTERISTICS
Population Characteristics
The United States Bureau of the Census data reported

-·--- - - - - - -

for 1970 shows a median home value of $41,000 with a median
family income of $20,489 for the community residents.

The

median educational level was 15.5 years with only 2.4 per-

......

cent of the adults with incomes below the 1970 federal
poverty level.

A total of 2.5 percent of the adult males
..

between the ages of sixteen and twenty-one were not high
school graduates or currently attending high school.
During the fall of 1972 a demographic survey was
conducted by Gene Gibbs (1973) and a class of gifted pupils
attending School B.

A questionnaire was devel6ped and dis-

tributed to a randomly selected sample from the total
elementary school district population.

The total sample

consisted of 5.3 percent and a forty-five percent return
rate was reported for the sample.
istics reported were:

The population character-

occupation, family size, political

affiliations, family income, race, and religion.
results are reported as follows:

The
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Occupation
unskilled
semiskilled
skilled
managerial
sales
professional
executive ·
retired

%

Family Income

9

0-7,999
8,000-11,999
12,000-19,999
20,000-29,999
30,000+

4
6

12
14
30
18
14

Family Size
30

3-6

66

7+

4

Political Affiliation

3
1

28
39
29

Race
White
Black
Other

0-2

%

96
2

2

Religion
Roman Catholic
Protestant
Jewish
Other

21
58
2

19

so

Democrat
Republican
Other

36

14
---

Demographic information suggests that the school district
adult inhabitants are generally upper-middle-class, white,
Protestant, and professional people.
Sample Characteristics
The elementary school district administration
expressed interest in participating in the project during
the fall of 1972.

Parents of the district had placed a

priority toward self-enhancement education.

The district

superintendent, assistant superintendent, and science director selected School A as the experimental school and the
school board concurred.

The teachers at School A agreed to

participate in the project during the spring of 1973.
School B was selected for comparative study due to
close proximity and other similar features.

The two schools
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are a part of

th~

ten miles apart.

same school district and are approximately
Additional comparative data are supplied

below in Table 1.
TABLE 1
COMPARATIVE DATA FOR SCHOOL A AND SCHOOL B
FOR THE 1973-1974 SCHOOL YEAR

School A

School B

Grades

K-6

K-6

Number of Students

400

350

Reading Achievement--6th Grade*

8.1

7.8

Mathematics Achievement--6th Grade*

7.9

6.8

Large-Thorndike IQ Scores:...-6th Grade

111

112

Racial Make-up:
White
Black
Oriental

----

:---------

99%
0%
1%

97%
1%
2%

*Stanford Achievement Test
Grades three, four, five, and six were selected for
inclusion in the study due to convenience, simplicity, and
.

I;:C-=c~

.

uniformity of test administration and instrumentation.

The

pilot study conducted to validate the measuring instrument
indicated that these instruments were appropriate for students at these levels.
The total school populations in grades three, four,
five, and six attending school during both the pretesting
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and posttesting sessions at School A and School B served as
the experimental and control group subjects respectively.
RESEARCH DESIGN AND STATISTICAL PROCEDURE
Research Design
Third, fourth, fifth, and sixth grade pupils from
all eighteen classes in the combined experimental a·nd control group schools served as subjects in the study.

The

research model chosen was a Nonrandomized Control-Group
Pretest-Posttest Design suggested by Van.Dalen (1966).

The

experimental group received pretesting, the effects-of
teacher

in-se~vice

posttesting.

training in values clarification, and

The control group received

P!~testing,

the

effects of the on-going e-ducational program, and posttesting.
The Nonrandomized Control-Group Pretest-Posttest Design is
diagramed below:

Pretest
Experimental Group

Treatment

Post test

X

Tz
Tz

Control Group

Figure 1
Nonrandomized Control-Group Pretest-Posttest Design
T1 = Pretest Scores; X= Experimental Variables
Tz = Posttest Scores·
A control group design has certain strengths:
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The presence of a control group enables the Examiner
to assume that the main effects of history, pretesting,
maturation, and instrumentation will not be mistaken for
the effect of X, for both the experimental and control
groups will experience these effects (Van Dalen, 1966,
p. 296).
.
.
.
The Nonrandomized Control-Group Pretest-Posttest
Design also has certain weaknesses as well:
The main source of internal invalidity for Design 5 is
one that has not been discussed previously: it is the
fact that an interaction of selection and maturation,
and an interaction of selecti·on and history, etc., ·may
take place. An E may select groups that are similar
and that have approximately the same T1 mean scores;
but, in the absence of randomization, the possibility
always exists that other differences which distinguish
the groups may be mistaken for the effect of X (Van
Dalen, 1966, p. 296).
The probability of internal error due to interaction effects
may be minimal since the two groups are similar in many ways
(see Table 1).
The subjects in the study were not chosen at random,
but entire classes of pupils were used as subjects.

Accord-

ing to Van Dalen ,1966) the use of intact classes has both
practical and design advantages:
Conducting an experiment without the subjects being
aware of it is easier when intact classes are used for
comparison groups than when random samples are taken
from classes and are assigned at random to treatment
groups (p . 29 9) •
Statisticai Procedure
With the pretest scores serving as the covariate and
sex and experimental treatments as the independent factors,
twelve two-way analyses of covariance were computed to determine whether any significant differences occurred between

---

··-
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the groups regarding student attitudes toward self, school,
and teacher at each grade level.

According to Donald T.

Campbell, initial pretest differences between groups are
not detrimental to statistical analyses:
In this popular design [Nonrandomized ControlGroup Pretest-Posttest Design], the frequent effort
to "correct" for the lack of perfect equivalence by
matching on pretest scores is absolutely wrong • . .
as it introduces a regression artifact. Instead, one
should live with any initial pretest differences,
using analysis of covariance . . . (Van Dalen, 1966,
p. 298).
Van Dalen (1966) points out the advantages of using
analysis of covariance in the Nonrandomized Control-Group
Pretest-Posttest Design..

He states that analysis of covar-

iance achieves similar results as matching without eliminating or changing any subjects, and explains further:
The E selects two intact groups, administers the
experimental treatment, and then adjusts T2 means to
compensate for the lack of equivalency between the two
groups. When the assumptions underlying analysis of
covariance can be met, this is the most desirable tool
to employ for Design 5 (p. 298).
The data were punched on computer cards and analyzed
by the Biomedical BMD OSV program as implemented by the
Burroughs 6700 computer located at the University of the
Pacific, Stockton, California.
The .OS level of statistical significance was
selected for the rejection of the null hypotheses.

A two-

tailed test of the null hypotheses was used even though
more favorable changes from the experimental groups were
anticipated.
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INSTRUMENTS

~ESTING

Three testing instruments were designed by the
investigator for the purpose of measuring student attitudes
toward self, school, and the teacher.
ments were:

The measuring instru-

(1) How I am ... , (2) How School is ... , and

(3) How my teacher is ....

The three instruments were

designed to be objectively administered and scored.

The

measuring instruments are presented in Appendix A.
-~
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Field testing of the

instrument~

during the month of October 1973.

was completed

Four classes at McSwain

Elementary School, located on the outskirts of Merced,
California, including grades three, four, five, and six,
-~

were used to obtain an item analysis, reliability, and
validity information.

A total of eighty-three students

completed both test and retest administrations of the attitude toward self, eighty-four students completed both tests
on the attitude toward school, and seventy-nine students
completed both tests measuring attitude toward teacher.
The first testing was completed on October 1, 1973, and at
the end of the fourth week on October 26, 1973, the second
testing was completed.
The test-retest reliability coefficients for the
three questionnaires were as follows:

How I am ... , r=+.74;

How School is ... , r=+.86; and How my teacher is ..• , r=+.Sl.
A measure of concurrent validity was obtained by
asking teachers to rank each of her students from 1 to S,
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with a 1 representing a low value for a student on a partie•
ular attitude and a 5 representing the highest value for a
particular attitude.

The highest score for each of the

three measures is 80 while the lowest score is 20.

Each

statement carries a weight of from 1 to 4 and the higher
the score the more positive the attitude for that statement.
The ratings of the teachers were correlated with the scores
each student obtained on the particular corresponding attitude scale.

The concurrent validity coefficients on the

three attitude scales were as follows:

How I am ... , r=+.37,

How School is ... , r=+.21, and How my teacher is .•. , r=+.39.

""'= --

~

Although the validity coefficients were not high, they were
statistically significant .at or beyond the .OS level and
deemed adequate for the purpose of group research. _
It is possible that the difficulties encountered in
estimating student attitudes preclude the possibility of
obtaining high concurrent validity coefficients.

More spe-

cifically, the time of year and student familiarity required
may have affected the teachers' judgments.

The teachers had

only seven weeks to become acquainted with their students
prior to estimating attitudes.

The procedure for test admin-

istration is presented in Appendix B.·
PRETEST-POSTTEST ADMINISTRATION AND
TEACHER IN-SERVICE TRAINING
Pretest-Posttest Administration
On September 28, 1973, the investigator obtained
student pretest scores on the three dependent·variables at

-:----==--

....

·
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the experimental school.

The school principal set up a

testing schedule for all classes at the experimental school.
The teachers were asked to assist the investigator by writing down each student's name as the attitude surveys were
distributed by the examiner and an identification number
given to each student.

The teacher then left the room until

the testing was completed.
The students were assured that their papers would
not be seen by anyone at the school or by their parents.
Furthermore, they were told that their papers would not be
-~-.

used as a means of grading or evaluating them.
The same procedure was followed October 5, 1973 at
the control school.

The testing was completed in one school

day at each school.
On March 26, 1974, the experimental students received
the posttest administration of the three dependent variables
of the study.

The following day, March 27, 1974, the con-

trol group subjects completed the posttest administration
with the same instrument.
were

follow~d

The identical testing procedures

for the pretest and posttest administrations

at the experimental and control group schools.
Teacher In-Service Training
The teacher in-service training programs stressed
values clarification with a focus on enhancement of selfesteem and communication skills.

A total of eighty-one and

one-half hours was devoted to teacher training.

The teacher
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in-service time was accredited through a nearby college for
a total of eight graduate units~

The teachers also received

one districtunit for their efforts.
sessions were composed of:

The teacher training

(1) in-service days, (2) minimum

school day sessions, and (3) a workshop.
The entire teaching staff at School A received seven
in-service days during the 1973-1974 school year.

The in-

service days totaling forty-seven hours were held at various
teachers' homes in the

c~mmupity.

Substitute teachers were

reserved well in advance for each classroom teacher during
the in-service days.
The objectives of the in-service training were:
(1) to convey the sociometric process for determining
tribal membership in classrooms, (2) to convey the
project components in practice and theory, (3) to provide time for staff members to devise lesson plans
which utilize value clarification strategies within the
curriculum, and (4) to encourage feedback from staff
members regarding the project and program development
(Gibbs, 1974, p. 12).
The process of training was described by the project
coordinator as follows:
The faculty worked both as a total group and in three
tribes of eight or nine persons each. Faculty membership within the tribes enabled teachers to experience
activities and group issues that were also a part of the
classroom tribes. The activities of value clarification,
communication skills (active listening, "I mes'sages "),
and self enhancement activities were all facilitated to
build the groups. The Project Coordinator and consultants intentionally lessened direction of activities,
agenda, and planning to the faculty groups as the inservice days progressed during the year in order to
transfer responsibility to the participants and to
enable individual creativity. Theory in-put lectures
were given on the initial training day concerning value
clarification theory and group dynamics. Short in-put
talks (Kohlberg moral values, value clarification theory

:-----

42
into subject areas) were given during the first three
months; no outside consultants or in-put was used after
that as the process had transferred to faculty planning.
The fa~ulty tribes ser~ed as support systems for both
personal concerns and task accomplishment; members
innovated approximately seventy-five activities for use
in classroom groups (Gibbs, 1974, p. 12).
Five purposes for forming peer group tribes were:
(1) to provide an inclusive peer group for each and
every child, (2) to create a supportive, non-threatening
environment where small numbers of children could learn
to express their feelings without fear of reprisal,
(3) to help children build their own and others' selfesteem, (4) to provide an opportunity for value clarification and decision-making within· a small-group setting,
and (5) to transfer responsibility for behavior to
student and/or group (Gibbs, 1974, p. 23).
Procedures that were followed to form the tribes
were described as follows:
The project built small groups in each classroom
that incorporated the more isolated or shy student into
relationships with those students who were considered
by peers as admired or positive role models. The tribes
were built by sociometric selection to guarantee that
each group contained both leader and non-leader types
as well as a considered friend for each student. The
Classroom Social Distance Scale was easily scored by
the teacher and the tribes were announced to the class
by a variety of ways created by the teachers.
The tribes met at varying times depending upon the
activity and individual teacher's commitment. At no
point did the Project Coordinator or consultants mandate
specific duration of time for the tribes to meet, recognizing that each teacher's commitment would determine
use of the tribal process in the classroom. On an
averagei the third through sixth grade tribes stayed
fairly constant throughout the year, which was the
intent of the project (i.e., to give each student a
mini-community or sense of belongingness to some few
other persons) (Gibbs, 1974~ p. 22).
The initial reactions to the tribal group experiences, as described by the

Proj~ct

Coordinator, were:

During the first month of the classroom tribes, the
newness and unfamiliarity of the tribal concept invited
caution on the part of the children and teachers.

r------
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Initial activities were those that built inclusion,
communication skills, and the expression of feelings
in non-threatening ways, to help the groups come into
the new classroom configurations (Gibbs, 1974, p. 24).
A total of nine consultants were used during the
seven in-service training days.
In addition to the seven in-service day training
sessions, seven minimum day sessions for the experimental
school teaching staff, three hours per session, totaling
nineteen and one-half hours, were completed during the 19731974 school year.

The Project Coordinator and five con-

sultants were present during the seven minimum day meetings.
The purposes of the minimum day.sessions were:
(1) to encourage on-going feedback from staff members,
regarding the project and program development, (2) to
further convey experimentally and in theory, the project components, and (3) to provide additional time for
staff members to devise plans which utilize value
clarification strategies within the curriculum (Gibbs,
1974, p. 13).
One teacher workshop consisting of a total inservice time of fifteen hours was attended by all teachers
from School A.

The two-day workshop on values clarification

was conducted by one of the originators of the theory,
Dr. Sidney Simon, Professor of Education at the University
of Massachussetts and Director of Values Associates, Humanistic Education Center, Upper Jay, New York.
In addition to the in-service training sessions,
minimum day sessions, and workshop, a liaison between the
teachers at School A and the County Department of Education
Drug Education Center staff was maintained twice weekly from
mid-October 1973 through March 1974.

--~
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The teacher in-service days, minimum day sessions,
and workshop dates, time, content, process, and participating consultants are presented in Table 2.
The basic reference books used in the in-service
training for the School A teachers were Values and Teaching
by Raths et al. (1966) and Values Clarification by Simon
et al. (1972).

In addition, the teachers were encouraged

to create their own values clarification strategies.

Many

of the strategies used in the in-service training sessions
as well as for classroom activities are described in Appendix C and listed below (Gibbs, 1974):
1. Coat of Arms

2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

Values Continuum
20 Things You Love
Self Contract
Fifteen Loves
Alligator River
Kitchen Kapers
Two Sides to Every Story
One Minute Autobiography
Something I Cherish
Joy
I Learned Statements
Name Game
Personal Journal
Gallery Walks

16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.

I Wish ... I Wonder
Interview Chain
Value Voting
The Week in Perspective
Rank Order
A time of Learning
Client-Consultants
48 hours of Total Bliss
Self Esteem Cards
Reporter Game
Values Auction
To Build a Better Bath
Tub
28. Two on a Crayon
29. What's Your Bag?

Classroom tribes were developed from a

so~iometric

device and were continued throughout the school year.
sociometric device is described in Appendix D.

The

The teachers

in grades three through six were requested to develop the
tribal concept in their classrooms.

~·--

TABLE 2
SUMMARY CHART: SCHOOL A TEACHER TRAINING DATES AND TIMES,
CONTENT, PROCESS, AND CONSULTANT PARTICIPATION
FOR THE 1973-1974 SCHOOL YEAR*

Day

& Time

August 31, 1973
8:30-4:00 p.m.
St. Mary's
College,
Moraga

Sept. 13, 1973
9:00-4:00 p.m.
Teacher's home

Content

Process

Consultants
1) J. Gibbs

1) Project Description

1) Input-all consultants

2) Value Clarification

2) Input

theory
3) Value Clarification
strategies

3) Full faculty partic-

1) Procedure for set-

1) Input

1)

2) Full faculty participation: sociometric
tribe selection

2) J. Gibbs
C. Thomas
K. Areson

C.
D.
W.
K.

Thomas
J. Peterson
Arnold
Areson
2) J. Gibbs
C. Thomas
3) All consultants

ipation: groups of 7

ting up sociometric
tribes in classrooms
2) Faculty experienced
sociometric processthree tribes formed
for future sessions
3) Values clarification strategies

J. Gibbs

3) All consultants

·3) Full faculty participation (tribes)

*Gibbs, 1974.
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TABLE 2 (continued

& Time

Day

Content

Process

Consultants

Sept. 15-16, '73
9:00-5:00 daily
Weekend Value
Clarification
Workshop
Hs. Lordship's,
Berkeley

1) Value Clarification
theory:implementing
into the curriculum

1) Input

1)

s.

2) Numerous Value
Clarification
strategies

2) Full faculty participation

2)

s. Simon
B. Newell
B. Newell

Sept. 27, 1973
1:00-2:30 p.m.
School A
School Library

1) Feedback from
teachers
2) Value C~arification
strategies

1) Full group discussion

Oct. 11, 1973
1:00-4:00 p.m.
Teacher's home

1) Group Process Theory

1) Input

1) .J. Gibbs

2) Value Clarification
strategies

2) Full faculty participation

2) C. Thomas

3) Grade level sharing
sessions--exchange
of ideas--strategies u~ed successfully in classroom

3) Three grade level
groups (K-2, 3-4, 5-6)

2) J. Gibbs

2) Full faculty partici-

K. Areson
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TABLE 2 (continued)

Day

& Time

Oct. 25, 1973
9:00-4:00 p.m.
Teacher's home

Nov. 8, 1973
1:00-4:00 p.m.
Teacher's home

Nov. 29, 1973
9:00-4:00 p.m.
Teacher's home

-

Content

Process

Consultants

1) Communication
skills theory
2) Strategies for
enhancing communication skills
in class
3) Grade level sharing sessions-exchange of ideas

1) Input

1) M. Smith

2) Full faculty participation

2) M. Smith
J. Gibbs
K. Areson

1) Theory-Consensus
Model
2) Faculty experienced
consensus model
process
3) V.C. strategies
4) Grade level
sharing

1) Input

1) B. Grafft

2) Full faculty participation

2) B. Grafft

3) Full faculty
4) Three grade level
groups

3) K. Areson
C. Thomas

3) Three grade level
groups (K-2, 3-4,
4-5)

1)
1) Theory: Stages of
Moral Development
(Kohlberg's)
'2)
2) 2 filmstrips, 2
films presenting
viewer with openended moral dilemmas
3) Strategies for encour- 3)
aging moral discussions
in classrooms

· · · · · 1 ·· · .. · ·· ··· · ···--····· .... - ·

Input, filmstrip

1) C. Thomas

Full faculty participation; group discussion

2) C. Thomas

Full faculty participation

3) F. Isola
J. Gibbs
K. Areson
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TABLE 2 (continued)

Day

& Time

Content

Consultants

Dec. 6, 1973
1:00-4:00 p.m.
Gymnasium
School A

1) Theory: Techniques

1) Input

1) F. Isola

for improving playground behavior
2) Activities for use
in P.E. and on
playground.

2) Full faculty partic-

2) F. Isola
J. Gibbs
K. Areson

Dec. 13, 1973
9:00-4:00 p.m.
Teacher's home

1) Value Clarification

1) Full faculty partic-

1) J. Gibbs

ipation
2)-Discussion--full faculty & consultants
3) Faculty & consultants

2) J. Gibbs
C. Thomas

4) Input

4) J.- Gibbs

5) Each grade level devised 5 lesson plans
to be used in classroom
by Jan. -24th
6) Full faculty participation

6) K. Areson
J. Gibbs

2)
3)
4)

5)
6)

strategy
Assessment of
School A Project
Setting of short &
long term goals
Theory: implementing V.C. into
curriculum
Lesson plans incorporating V.C.
strategies
V.C. strategies

1) V.C. strategies

Jan . 2 4 , 19 74
8:30-4:00 p.m.
Westminster
Retreat
Alamo

2) Group process theory
3) Formation of Task
Committees
4) Task Committee work
5) V.C. strategies
'6) Planning for next
in-service

--

Process
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ipation

1) Full participation
.2) Input
3) Full participation
(3-5 teachers per
committee)
4) Groups--3-5 teachers
5) Faculty tribes·
6) Faculty tribes
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1) J. Gibbs

2) C. Thomas

3) J. Gibbs

5) K. Areson
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TABLE 2 (continued

Day

& Time

Content

Feb. 7' 1974
1:00-4:00 p.m.
Minimum day

1)

Feb. 20, 1974
8:30-4:00 p.m.
San Damiamo
Retreat
Danville

v.c.

strategies

Process

Consultants

1) Full participation

1) School A
Teachers

1) V.C. strategies

1) Faculty tribes

2) Classroom Group
issues
3) "Magic Circle"
Demonstration
4) Work on Committee
Report
5) v.c. strategies

2) Full participation:
role playing
3) Full participation

1) J. Gibbs
K. Areson
2) School A
Teacher
3) School A
Teacher

4) Groups of 3-5
teachers
5) Faculty tribes

5) J. Gibbs
K. Areson

6) Planning for next
in-service

6) Faculty tribes

March 7, 1974
1:00-4:00 p.m.
Minimum day

1) V.C. strategies

1) Full participation

1) School A
Teachers

March 21, 1974
1:00-4:00 p.m.
Teacher's home

1) Processing faculty
dynamics
2) V.C. strategies

1) Full participation

3) Work on Committee
Reports
4) Planning: next year
5) v.c. strategies

3) Groups of 3-5
teachers
4) Faculty tribes
5) Faculty tribes

1) School A
·Teacher
2) School A
Teacher
3) J. Gibbs

2) Faculty tribes

5) School A
Teachers
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HYPOTHESES
. r-------

The hypotheses which this study was designed to test
~~~~

were:

c---~----

Hypothesis 1. Students whose teachers participate
in values clarification in-service training make more
favorable changes in attitude toward self than students
whose teachers do not receive training.
Hypothesis 2. Students whose teachers participate
in values clarification in-service training make more '
favorable changes in attitude toward school than students whose teachers do not receive training.
Hypothesis 3. Students whose teachers participate
in values clarification in-service training make more
favorable changes in attitude toward teachers than
students whose teachers do not receive training.
SUMMARY
Chapter 3 of this report reviewed:

(1) the- setting

of the study, (2) population and sample characteristics,
(3) research design and statistical procedure, (4) testing
instruments, (S) pretest-posttest administration and teacher
in-service training, (6) hypotheses, and (7) summary.
The setting of the study was in a community of
approximately 20,000 inhabitants situated in a commute zone
to a large metropolitan city.

A total of eighteen classes

from grades three through six, ten from School A and eight
from School B served as the experimental and control groups
respectively.
A Nonrandomized Control-Group Pretest-Posttest
research design was used in conjunction with twelve separate
analyses of covariance.

A two-tail test using the .OS level
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of statistical confidence was selected as the standard for
acceptance or rejection of the hypotheses tested.
The testing instruments:

How I am ... , How School

is ... , and How my teacher is ... were developed by the investigator and served as the three dependent variables used to
measure student attitudes.
The teacher in-service training sessions consisted
of seven full in-service days, seven three hour minimum
school days, and a two-day
one-half hours.

w~rkshop

totaling eighty-one and

The emphasis was on training teachers in

values clarification procedures with some focus on enhancement of self-esteem and communication skills.
Three hypotheses were presented that involve change
in student attitudes toward self, school, and teacher as a
result of teacher in-service training in values clarification procedures.

~

-
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Chapter 4
ANALYSES OF THE DATA
INTRODUCTION
The question addressed in this study was whether
the implementation of an in-service teacher training program in. values clarification affects the attitudes students
develop toward themselves, school, and the teacher.
The experimental school in the study consisted of
ten classes of third through sixth grade students whose
teachers received the in-service training program in values
clarification.

The teacher training sessions extended over

a seven month period.

Seven in-service days, seven minimum

school days, and a two-day workshop were provided for the
experimental school teaching staff.

Release time and

college credit were also included in the in-service program.
The sample sizes for the number of experimental and control
group students completing both the pretest and posttest
administration on each of the three dependent variables
are listed in Table 3.
The research model was a Nonrandomized Control-Group·
Pretest-Posttest Design (Van Dalen, 1966) comparing student
attitude change on the three dependent variables.
52

The three
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instruments designed to measure student attitudes were:
(1) How I am ... , (2) How School is ... , and (3) How my
teacher is .•••
TABLE 3
SAMPLE SIZES FOR EXPERIMENTAL AND CONTROL GROUP STUDENTS
IN GRADES THREE, FOUR, FIVE, AND SIX COMPLETING
PRETEST AND POSTTEST ADMINISTRATIONS ·
ON THE THREE DEPENDENT VARIABLES

Experimental
Attitude Toward:

Grade

Control
Attitude Toward:
-~-

Self

School

Teacher

Self

School

Teacher

3

52

52

52

37

36

39

4

52

52

52

41

43

40

5

61

58

65

43

42

42

6

51

52

51

so

51

51

;------
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Totals

216

214

220

171

172

172

Chapter 4 consists of a report of the findings based
on the three hypotheses.

The three hypotheses of the study

were analyzed for each of the four grade levels making a
total of twelve separate two-way analyses of covariance.
ATTITUDE TOWARD SELF
The first research hypothesis was:'
Students whose teachers participate in values clarification in-service training make more favorable changes
in attitude toward self than students whose teachers do
not receive t~aining.

--
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Table 4 presents pretest and posttest mean raw
scores, standard deviations, analyses of covariance F values, and the probability figures for the experimental and
control groups by grade level.

Hypothesis one was not

supported for any of the four grade levels included in the
study.
ATTITUDE TOWARD SCHOOL
The second research hypothesis was:
Students whose teachers participate in values clarification in-service training make more favorable changes
in attitude toward school than students whose teachers
do not receive training.
Table 5 presents pretest and posttest mean raw
scores, standard deviations, analyses of covariance F values, and the probability figures for the experimental and
control groups by grade level.

Hypothesis two was supported

at the fourth grade level only and was not supported at
gr~des

three, five, and six.
Table 6 shows the analyses of covariance results

for fourth grade students.

The experimental group made

gains in attitude toward school while the control group's
scores declined.

These changes were significant beyond the

.01 level of significance.
this finding.

Figure 2 graphically depicts

(See page 58.)

Table 6 also shows that the interaction between the
groups and sex was significant beyond the .01 level.

The

nature of this interaction is portrayed in Figure 3.

Both

TABLE 4
EXPERIMENTAL AND CONTROL GROUP NUMBERS, PRETEST AND POSTTEST MEANS,
STANDARD DEVIATIONS, F VALUES, AND PROBABILITIES BY GRADE LEVEL:
ATTITUDE TOWARD SELF

Experimental
Grade

Pretest
N

Control

Post test

Pretest

X

S.D.

X

S.D.

N

S.·D

X

Fa

Post test
X

S.D.

·P

3

52

59.71

6.38

60.05

5.79

37

61.99

6.03

60.13

5.65

1-.54

N.S.

4

52

59.39

5.58

60.50

5.14

41

59.56

6.51

60.81

5.47

• 08

N.S .

5

61

61.92

4.92

. 61.44

4.-51

. 43

60.72

5.07

60.28

4.78

.76

N.S.

6

51

60.20

5.12

59.43

4.77

50

60.74

5.60

61.06

4.85

3.31

N.S.

aAn F-value of approximately 3.96 was required for significance at the .05 level.
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TABLE 5
EXPERIMENTAL AND CONTROL GROUP NUMBERS, PRETEST AND POSTTEST MEANS,
STANDARD DEVIATIONS, F VALUES, AND PROBABILITIES BY GRADE LEVEL:
ATTITUDE TOWARD SCHOOL

Control

Experimental

Pretest

Grade
N

Posttest ·

Pretest

X

S.D.

X

S.D.

N

Post test

X

S.D.

X

S.D.

Fa
.77

p

N.S.

3

52

59.71

11.06

55.50

9.22

36

58.14

12.72

53.73

9.34

4

52

50.60

11.64

54.98

10.64

43

50.84

10.67

49.63

10.29

5

58

56.21

9.67

56.09

8.22

42

51.07

9.31

53.83

7.34

.02

N.S.

6

52

52.85

8.28

51.25

8.47

51

51.73

10.96

50.26

10.38

.06

N.S.

10.82-

.003

aAn F-value of approximately 3.96 was required for significance at the .OS level.

c.n
0\
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sexes in the

experim~ntal

group showed increases in atti-

tude toward school while the control males made a moderate
increase and the control females sharply declined.
TABLE 6
ANALYSIS OF COVARIANCE RESULTS FOR FOURTH
GRADE STUDENTS' ATTITUDE TOWARD SCHOOL·

Sum of
Squares

Source

DF

I

Mean
Squares

Fa
Values

p

---··-·-

------

r----

Groups
Sex

787.95

1

787.95

10.82

.003

62.22

1

62.22

.85

N.S.

c----

Groups X Sex

380.11

1

380.11

Within Group

6554.92

90

72.83

5.22

.003

aAn F-value of approximately 3.96 was required for
significance at the .OS level.
ATTITUDE TOWARD TEACHER
The third hypothesis of the study was:
Students whose teachers participate in values clarification in-service training make more favorable changes
in attitude toward teachers than students who~e teachers
do not receive training.
The experimental and control groups' pretest and
posttest raw score means, standard deviations, analysis of
covariance F values, and probability figures for each grade
level are presented in Table 7, page 60.
was supported at all four grade levels.

Hypothesis three
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Figure 2. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Fourth Grade Students' Attitude Toward
School
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Figure 3. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Fourth Grade Male and Female Students'
Attitude Toward School
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TABLE 7
EXPERIMENTAL AND CONTROL GROUP NUMBERS, PRETEST AND POSTTEST MEANS,
STANDARD DEVIATIONS, F VALUES, AND PROBABILITIES BY GRADE LEVEL:
ATTITUDE TOWARD TEACHER

Control

.Experimental

Pretest

Grade
N

Posttest

Posttest

Pretest

X

S.D.

X

S.D.

N

X

S.D~

X

-

Fa

S.D.

p

13.84 .. 001

3

52

54.79

10.23

55.81

8.47

39

57.80

8.65

51.69· 9.07

4

52

54.87

12.14

56.98

11 •.36

40

50.75

9.98

so. 0.8

7.82

7.07

.009

5

65

62.97

8. 72

63.43

10.48

42

53.43

7.54

51.62

7.56

8.33

.005

6

51

60.29

7.76

57.55

6.85

51

54.77

7.54

48.84

9.53

9.31

.003

aAn F-value-of approximately 3.96 was required for significance at the .05 level.
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Table 8 provides the analysis of covariance results
for third grade students' attitudes toward teacher.

The

difference between the experimental and control groups'
attitude changes were significant at the .001 level.
Figure 4 shows the third grade experimental group made a
gain whereas the third grade control group showed a decline
in attitude toward teacher.
TABLE 8
I

ANALYSIS OF COVARIANCE RESULTS FOR THIRD GRADE
STUDENTS' ATTITUDE TOWARD TEACHER

a
An F-value of approximately 3.96 was required for
significance at the .05 level.

~

-
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Figure 4. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Third Grade Students' Attitude Toward
Teacher
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Table 9 shows

a significant difference at the .009

level between the experimental and control.groups' performance at the fourth grade level as well.

Figure 5 provides.

a visual check of the pretest-posttest differences for'the
experimental and control groups, the former showing a gain
and the latter a decline in mean raw scores on the attitude
toward teacher variable .
. TABLE 9
ANALYSIS OF COVARIANCE RESULTS FOR FOURTH GRADE
STUDENTS' ATTITUDE TOWARD TEACHER

Source

Sum of
Squares

DF

Mean
Squares

Fa

Groups

356.39

1

356.39

7.07

.009

1.44

1

1. 44

.03

N.S.

Groups X Sex

. 70

1

.70

. 01

N.S •

Within Group

4334.45

86

. 50.40

Sex

p

aAn F-value of approximately 3.96 was required for
significance at the .OS level.
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Figure 5. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Fourth Grade Students' Attitude Toward
Teacher
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The fifth grade students' mean raw scores showed a
similar pattern (Table 7) as the students in the previous
grades.

The experimental group made a gain and the control

group regressed in attitude toward teacher from pretest to
posttest administrations.

The difference between the

experimental and control groups was significant at the
.005 level and is presented in Table 10.

Figure 6 portrays

the initial differences as well as directional posttest
changes.
TABLE 10

~-·-··

ANALYSIS QF COVARIANCE RESULTS FOR FIFTH GRADE
STUDENTS' ATTITUDE TOWARD TEACHER

Source

Sum of
Squares

·DF

Mean
Squares ·

Fa

p
~-

-----

Groups

487.44

1

487.44

8.33

.005

Sex

188.29

1

188.29

3.22

N.S.

Groups X Sex

1.77

1

1.77

.03

N.S.

Within Group

5966.16

102

58.49

. ...

.. . .

.
aAn F-value of approximately 3.96 was required for
significance at the .OS level.
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Figure 6. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Fifth Grade Students' Attitude Toward
Teacher
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At the sixth grade level a significant difference
between the experimental and control groups' scores reached
the .003 level, as shown in Table 11.

r---

Figure 7 shows that

the scores of both groups diminished over time; however,
the control group scores declined at a significant rate
compared with the experimental groups' change.

TABLE 11
ANALYSIS OF COVARIANCE RESULTS FOR SIXTH GRADE
STUDENTS' ATTITUDE TOWARD TEACHER

t-------=---

Source

Sum of
Squares

DF

Mean
Squares

Groups

519.74

1

519.74

9.31

.003

Sex

11.15

1

11.15

. 20

N.S .

Groups X Sex

33.12

1

33.12

.59

N.S.

Within Group

5470.03

98

55.82

p

....

aAn F-value of approximately 3.96 was required for
significance at the .OS level.
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Figure 7-. Experimental and Control Group
Pretest and Posttest Mean Raw Scores for
Sixth Grade Students' Attitude Toward Teacher
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SUMMARY
Chapter 4 presented the data analysis for the study.
The data had been subjected to twelve independent analyses
of covariance.

----

The pretest and posttest scores for both

the experimental and control groups were obtained on the
students' attitudes toward self, school, and the teacher.
The .OS level of significance was required to support the research hypotheses,.
. ·'

Five out of twelve research

hypotheses were supported in the study.

The second hypoth-

esis having to do with student attitude toward school was
supported only at the fourth grade level and was not
·supported at grades three, five, and six.

Since a total

of thirty-six F tests·were made, a few Type 1 errors may
be possible, that

is~

falsely concluding that a difference

exists in the data when in truth it does not.

Furthermore,

since only at grade four was a significant difference
between means indicated, such a difference may not be considered a consistent outcome.

Possible sources of error

include individual student differences, teacher differences,
and other factors.
The third research hypothesis measuring attitude
toward teacher was supported at all four grade levels.
Students whose teachers received in-service training in
values clarification showed significantly more favorable
changes compared with the scores of control group students
in grades three, four, five, and six.

.-
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A summary of the study, conclusions, and the
recommendations for further research will be presented in
Chapter 5.

Chapter 5

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
INTRODUCTION
This experimental study investigated the effects
of implementing a teacher in-service training program in
---------

values clarification techniques on third, fourth, fifth,
and sixth grade students' attitudes toward themselves,
school, and the teacher.
Chapter 5 presents (1) a summary of the study,
'

(2) conclusions relating to the hypotheses, (3) implications
of the study, and (4) recommendations for further research.

SUMMARY OF THE STUDY
The summary of the study includes:

(1) the setting

and subjects, (2) the procedure, and (3) the findings.
The Setting and Subjects
of the Study
The setting of the study was an upper-middle-class
suburban community of approximately twenty thousand inhabitants situated in a commute zone outside a large metropolitan
city.

Two schools from the community's elementary school

district served as the experimental and control groups.
The experimental group consisted of ten classes
of third through sixth grade students whose teachers
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participated in an in-service teacher training program in
values clarification.

Approximately two-hundred and fifteen

----

students completed both the pretest and posttest administrations of the three attitude surveys.
The control group consisted of all eight classes of
students in grades three, four, five, and six.

Their

teachers did not receive instruction in values clarification
procedures.

Approximately one-hundred and seventy control

students completed both the pretest and posttest surveys on
the three attitude

me~sures.

The Procedure of the Study
The entire experimental school teaching staff,

--

totaling eighteen kindergarten through sixth grade teachers,
received seven in-service days, seven minimum school days,
and a two-day workshop stressing the theory and practice of
teaching for values clarification.

The teachers completed

a total of eighty-one and one-half hours of in-service training between August 31, 1973 and March 21, 1974.
The experimental group was pretested on September
28, 1973 and posttested on March 26, 1974.

The control

group was given the pretest on October 5, 1973 and the posttest on March 27, 1974.
Findings of the Study
The investigator designed, field tested, and validated the three attitude surveys:
is ... , and How my teacher is ....

How I am ... , How School
Scores from these

------:--

73
instruments served as the measures of the three dependent
variables of this investigation:

attitude toward self,

attitude toward school, and attitude toward teacher.

A

nonrandomized control-group pretest-posttest research design
was

ut~lized

in the study.

The statistical analysis of the

data for each dependent variable at each grade level consisted of a two-factor analysis of covariance with experimental treatment and sex as the independent factors and the
pretest as the.covariat&.

The .05 level of significance was

adopted as the criterion of acceptance or rejection of the
null hypotheses of this investigation.
CONCLUSIONS RELATING TO THE HYPOTHESES
The primary objective of this study was to determine
if in-service teacher training in values clarification
theory, strategies, and procedures influences the attitudes
of

third~

fourth, fifth, and sixth grade students in the

areas of self, school, and

teacher~

Hypotheses Relating to
Attitude Toward Self
The findings of this study failed to support the
first research hypothesis.

Students whose teachers received

in-service training in values clarification failed to show
a significantly more favorable change in attitude toward
self than students whose teachers did not receive in-service
training in values clarification.

The research hypothesis

was not supported at any of the four grade levels.
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Hypcitheses Relating to
Attitude Toward School
In grade four the hypothesis that students whose
teachers receive in-service training in values clarification
make more favorable attitude changes toward school than
students whose teachers do not receive training in values
clarification was supported.
failed to support the

researc~

The findings of this study
hypothesis for grades three,

five, and six.

.

An interaction effect was significant beyond the
.001 level as well.

Both males and females in the fourth

grade experimental group showed increases in attitude toward
school while control group males gained slightly and control
females showed a marked decline.

However, since this pat-

tern was not observed at grades three, five, or six it seems
judicious to consider these conclusions as highly tenuous
until subsequent replication has been achieved.
Hypotheses Relating to
Attitude Toward Teacher
Students in grades three, four, five, and six whose
teachers teceived in-service training in values clarification made significantly more favorable changes in attitude
toward teacher than did students in grades three, four,
five, and six whose teachers did not receive in-service
training in values clarification.

The findings of this

study supported the research hypothesis at all four grade
levels.

~----·-
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The mean changes between the experimental and control groups in attitude toward teacher at each of the four
grade levels were highly significant.

These findings

clearly show that the implementation of a teacher in-service
training program in values clarification results in more
favorable students' attitude change toward the teacher.
IMPLICATIONS OF THE STUDY
The findings of this'study suggest that values clarification in-service teacher training may have promising
consequences regarding students' attitude toward the teacher.
The attitude toward teacher variable had not been previously
investigated; and the findings appear to add support for the
theory of
(1966).

val~es

clarification developed by Raths et al.

Moreover, the findings supporting increased atti-

tudes toward the teacher have significance in light of the
contention by Fox et al. (1966) that "the way a pupil
feels about his peers, about his

st~dies,

and about his

teacher is one of the major factors determining how much he
will benefit from his classroom experience (p. 9)."

The

results of this study are also compatible with Bensley's
(1970) conclusion that "the implementation of valuing in the
classroom can result in positive change in values (p. 113)."
The whole values clarification approach stresses
listening, communication, and interacting skills, as well
as clarification of values.

It seems probable that the

teachers' methods of interacting with students could become

··

....
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more respectful, positive, and considerate of feelings,
values, and opinions as a result of teacher training in
values clarification.
In grades three, four, and five the experimental
group showed an increase in positive attitude toward teacher.
At the sixth grade level both the experimental group and
control group mean

attitud~

scores declined between the

pretest and posttest administrations.

However, the control

group made a sharp decline while the experimental group
decline was moderate.

The difference between the pretest

and posttest mean scores in attitude toward teacher between
the experimental and control group was statistically significant.

The findings at the sixth grade level suggests the

possibility of a critical period in the students' expressed
attitude toward the teacher.

At this level it may become

fashionable among peers to regard the teacher as less favorable as the school year wears on.
It should be restated that attitudes are not values
per se but serve as value indicators.

The fact that the

value indicators showed favorable changes in students'
attitude toward teacher provides support for the implementation of teacher in-service training in values clarification.
The fact that one grade level of students showed
more favorable changes in attitude toward school needs
further clarification.

However, is it possible that a more

positive attitude toward school may develop following
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positive attitude change toward the teacher?

Thus, this

conjecture may suggest that over an extended period of time
attitudes toward school may become more favorable.
The findings of this study appear to contradict
Covault's (1973) findings that values clarification strategies seem to be effective for improving the self-concepts
of fifth grade students.

Students' attitudes toward them-

selves failed to make more favorable changes.
is not necessarily a conclusive finding.

However, this

More specifically,

attitude toward self is possibly a more stable dimension and
conceivably may also require a longer period of time to
change.

Furthermore, the measuring instrument may have been

insensitive to changes in attitudes toward self.
Covault's study differed from the present one in six
important ways:

(1) The measuring instrument was longer and

emphasized different elements, (2) regular classroom teachers
did not serve as the teacher in values clarification, ($)the
four regular teachers administered the pretest and posttest
measures, (4) eleven one-hour sessions with subjects in
values clarification procedures extended over a two and onehalf month period of time, (5) the study was limited to
fifth grade subjects only, and (6) the possibility of making
a Type 1 error was high since on the Self-Concept measure
alone thirteen out of about one-hundred and twenty hypotheses
were statistically significant.
Any of the many differences between Covault's procedure and those of the present study could provide enough
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change to create differing outcomes.
RECOMMENDATIONS FOR FURTHER RESEARCH
A segment of the findings presented in this study
provides support for the values clarification theory of
Raths et al. (1966).

In-service teacher training in values

clarification appeared to be a significant factor £or
enhancing student attitudes toward the teacher.

Since

the findings provided only partial support for the values
clarification theory

~nd

since more than one study is

required to substantiate the findings, the following recommendations for further research are made:
1.

Further research and replication should be made

to extend the external validity of the findings to larger
and more diverse populations.
2.

Longitudinal research is needed to determine if

attitudes toward teacher persists over time and if attitudes
toward school and self begin making favorable changes.
3.

Process investigations relating to the extent

and nature of the specific classroom techniques implemented
by the teacher need to be conducted.
4.

Other pupil outcomes such as academic achieve-

ment, social acceptance, and emotional growth should be
investigated as a potential result of teacher in-service
training in values clarification.
5.

Teacher outcomes, such as changes in attitudes,

teaching and learning theory, and degree of flexibility,
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may also be related to. participation in training in values
clarification, and this needs further research.

SUMMARY
This investigator summarized the experimental study
in values clarification in-service teacher training and its
effects on student attitudes toward self, school, and
teacher for grades three, four, five, and six.

Five out

of the twelve research hypotheses were supported.

The find-

ings supported the effectiveness of in-service teacher
training in values clarification to effect more favorable
changes in students' attitude toward teacher for grades
three, four, five, and six.

Student attitudes toward self

at grades three, four, five, and six did not differ significantly between the experimental and control groups.

Only

in grade four was the hypothesis that students whose
teachers receive in-service training in values clarification
make more favorable changes in attitude toward school than
students whose teachers do not receive training in values
clarification supported.
Further research is needed to replicate and expand
upon the findings and implications of the study.

More

specifically, further long-term studies investigating the
development of student attitudes, achievement, social acceptance, and emotional growth, as well as teacher attitudes,
techniques, and philosophy, are areas needing further study.
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APPENDIX A
MEASURING INSTRUMENTS
1) How I am .••
2) How School is •••
3) How my teacher is .••
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NUI·lBER
DATE - - - ·
GRADE
-----BOY
GIRL

HOW I AM ••••••••••••••
ALWAYS

E:XAMPLES:

. .

A.

I like sw J.IT\mJ.ng •••••••••••••••••••••••••

B.

I get sick ............................. .

USUALLY

SOMETIMES

NEVER

X
X

:::::::::::::::::::::::::::::::ttlllllll:~::::::::::::::::::::::::::::::::::::::::::::i::t

ALWAYS
1.

I am a good student •••••••••••••••••••••

2.

Most girls and boys are smarter than I am

3.

I feel good about myself ••••••••••••••••

4.

I get mad at

5.

I am happy .•..............••............

6.

I feel bad about

7.

Other boys and girls like me •••••••••••

8.

I tell people when they are wrong ••• ~-;:-

9.

I worcy . .•.••...........................

o.

I get mad when I lose ••••••••••••••••••

.1.

I like meeting new people ••••••••••••••

.2.

I make my own decisions ••••••••••••••••

.3.

I am as good as other children •••••••••

. 4.

I

.5.

I tell others when they do well ••••••••

.6.

I am afraid of making mistakes •••••••••

~1.

I feel bad when I am wrong •••••••••••••

LB.

I like others to decide for me •••••••••

L9.

I

20.

I am afraid of teachers ••••••••••••••••

aJn

ain

USUALLY

mys~lf •••••••••••••••.••••••

mysel~··•••••••••••••••

friendly . ........................ .

lonely . .......................... .

1NC/rj
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SOMETIMES

NEVER
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NUMBER
DATE ------GRAD-;o;-E----BOY
GIRL

HOW SCHOOL IS ••• ; ••••••••••
·usUALLY

~XAMPLES:

. .

~.

I like

B•

I get sick .............................. .

sw~rnm~ng

• ••••••••••••••••••••••••

SOMETIMES

NEVER

X

.........................................................................................................................................................................' ......
....
X

ALWAYS

1.

School is fun . ......................... .

2.

My classwork is fun •••••••••••••••••••••

3.

Learning from books is bad ••••••••••••••

~.

I like coming to school •••••••••••••••••

5.

I don't like new work in class ••••••••••

3.

I enjoy reading at school •••••••••••••••

7.

My classwork is boring ••••••••••••••••••

B.

This school is pretty bad •••••••••••••••

9.

Homework is

J.

Homework is dull and boring •••••••••••••

1.

I like to learn at school •••••••••••••••

2.

My mother makes me come to school •••••••

3.

Math is no fun .... • ............ ,........ .

~.

I

5.

I like to go to summer school •••••••••••

3.

School is a nice place to be ••••••••••••

7.

Class discussions are fun •••••••••••••••

B.

My mother makes me do my homework •••••••

3.

I wish I didn 1 t have to go to school. •••.

J.

I

ve~

USUALLY

~-

helpful to me ••••••••••

\

feel good at school ••••••••••••••

~····

wish school was out sooner ••••••••••••

11NC/rj
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N•. Coy"

SOMETIMES

NEVER
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NUMBER
DATE - - - GRADE

BOY

------GIRL

HOW MY TEACHER IS ••••••••••••••••
ALWAYS

EXAMPLES:
A.

I like swimming. • • • • • • • • • • • • • • • • • • • • • •.• •

B.

I get sick . .•..........•......••.. • ••.•.

·usUALLY

SOMETIMES

NEVER

X
X

• • • • • • • • • • • • • • • • • • • • • • • • • • • • • . • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • ill • • • • • • • • • • • • • • • • • • • •
I I I I I
I I I I I I I I
I I I I I I I I I I I I I I I I I I I I I I
I I I I I I I I e I I I I ·t I I I I I I I I I I I I I I
I I t t I I t I I I t I
I I I I t I I I I I I I I I I I

ALWAYS
1.

My teacher is

USUALLY

.

n1.ce • •••••••••••••••••••••

I

2.

My teacher thinks we are smart ••••••••••

3.

My teacher understands how we feel ••••••

4.

My teacher lets me say how I feel •••••••

5~

My teacher laughs along with us •••••••••

6.

My teacher likes to ask us questions ••••

7.

My teacher likes me •••••••••••••••••••••

8.

My teacher likes us to make decisions •••

9.

My teacher asks for our opinions ••••••••

.0.

My teacher is interested in our ideas •••

.1.

My teacher lets us have class discussions

.2.

My teacher lets us say how we feel ••••••

.3.

My teacher thinks I am important ••••••••

.4.

My teacher makes me think about thi?gs. ••

.5.

My teacher listens to me ••••••••••••••••

.6.

My teacher asks me how I feel •••••••••••

.7.

My teacher thinks I am good •••••••••••••

.8.

My teacher lets us work together ••••••••

.9.

My teacher likes my friends •••••••••••••

0,

My teacher makes me feel good •••••••••••

MNC/rj
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SOMETIMES

NEVER

APPENDIX B
PROCEDURE FOR TEST ADMINISTRATION
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SELF-SCHOOL-TEACHER ATTITUDE SURVEY
Directions for Administration
Today I would like to find out what your feelings are toward
yourself, school, and your teacher.

I have three pages of sen-

tences that I would like you to fill out that will give me your
feelings about yourself, school, and your teacher.
very long.

It will not take

I will give you a set of papers and would like you to

write down the number I say as I hand it to you.

I have given your

teacher a piece of paper to write' your name on as I give you the
papers and a number (the examiner then distributes the papers calling out the numbers beginning with "one, two, three .... " in such a
manner as to give the teacher time to write the first initial and
last name of each student until every student has the papers and
a number).
Now, everyone should have three papers; the first should say
'

How I am ... , the second should say How School is .•. , and the last
page should say How my teacher is ....

If you do not have these

papers please raise your hand (the examiner corrects any shortages
or errors in the papers).
on the first page.
"I like swimming ... "

Let's begin with How I am ... sentences

Look up at the top of the page, sentence A says
You are to decide how you feel about that.

If you always like to go swimming then you place an X mark below the
word "Always" next to sentence A.

"ALWAYS" means "all of the time,"

"USUALLY" means "most of the time," "SOMETIMES" means "some of the
time," "NEVER" means "not at all."

Remember, there are no right or

wrong answers and you must place one X mark on one of the four lines
for each sentence.

91
Let's look at Example B, it says "I get sick ..• "

Now, you

decide if you get sick "ALWAYS" or "USUALLY" or "SOMETIMES" or
"NEVER."

An X is placed below theword chosen on the line for that

sentence.

The boy or girl who answered this one placed an X on the

line below the word "SOMETIMES."
(The teacher leaves the room as soon as she finishes writing the
names that correspond with the numbers given each student.)
Before we start, make s·ure you have your number on each of the
three pages.

A~so

write in today's date which is ••.....•• and write

in your grade level, and put an X next to the word "BOY" or "GIRL"
depending on which you are.
Remember now, your teacher will not be in the room and will not
see your papers and your name will not be on the papers.
the only one who sees your papers.
not see how

~ou

I will be

Your teacher or principal will

have answered the sentences.

Your answers do not

count toward your grade and do not go on your records at school.
Please use your own ideas and answer the way you .really feel.
You may use a ruler, paper, or straight edge as you move down
the paper like this (the examiner slowly moves a ruler down the
page beginning with the first statement).

Are there any questions?

..••. Alright, let's begin .•.•. (The examiner reads each of the
statements aloud.

Each statement is read twice and the four choices

are read aloud on the odd numerals, that is, "I feel bad about
myself ••. "

"Do you always feel bad about yourself, usually, some-

times, or never feel bad about yourself?")
(After finishing the first page)

That's all for the first

paper, fold the page back like this (demonstrate) ..... Now, let's

92

begin page two, How School is ....

You answer the same way.

read the sentences out loud while you read them to yourself.

I will
Remem-

ber, mark an X down for each sentence ..•. (examiner begins) ••.••
(number 13 on How School is ... is always read and clearly explained
that if the answer to "Math is no fun ..• " is NEVER that means that
you feel it is fun--if the answer is ALWAYS that means that you
feel it is always no fun, and so on).
(After finishing the second page)

That's all for the second

page, turn to page three ... How my teacher is ....

You answer with

an X mark for each sentence after I read it aloud.
(After finishing paper three)

That's all for today.

your number is on each of the three papers.
your desk and I will collect them.

Make sure

Please keep them on

APPENDIX C
VALUES CLARIFICATION TEACHING STRATEGIES
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COAT OF ARMS
OBJECTIVES:
1.
2.
3.

use of a visual illustration to encourage value clarification
to build self-esteem
to build inclusion and influence

INSTRUCTIONS:
0

*

1.

Each participant makes a personal Coat of Arms

2.

In each appropriate area of Coat of Arms, participant draws
explanatory pictures or writes answers to following questions:
a. 3 things you're really good at
b. your greatest achievement to date
c. if you had a magic wand and were absolutely guaranteed
"success", what one thing would you do?
d. one value that is unshakeable, unchangeable
e. 3 things you would like to improve in your life
f. what are some words you would like people to use when
they describe you?

3.

Provide
a.
b.
c.
d.

F

several options for follow-up activities:
verbal sharing time in groups
"I pass" and incorporate into student'S Personal Journal
have full group try to match unsigned Coats of Arms
with proper "owners"
Write I-Learned statements

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Which questions were the most difficult to answer?
-What did you learn about yourself?
-Did your Coat of Arms look like this 5 years ago?
Will it look like this in 5 years?

Process:

Ask questions:
-How did you feel during this activity?
-What thought crossed your mind as you worked
on your Coat of Arms?
-What area(s) of your Coat of Arms did you choose
to share with neighbors while you were drawing it?
Why?

Validation:

Suggest that members validate, saying:
"I felt good when ••• "
"I was interested when ••• "
"I like your Coat of Arms because ••• "

CCC Superintendent of Schools
Dl'Ug Education
10/23/73

TIME: 15 minutes
MATERIALS:
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VALUES CONTINUUM
OBJECTIVES:
1.
2,

to practice public affirmation of a choice
to build appreciation for the spread of opinion in a group

INSTRUCTIONS:
1.

Full group participates

2,

Continuum can be a real or imaginary line right down center of room. The
two polar positions at either end of continuum are identified (strongly
agree; strongly disagree); center of continuum is position of those
who have no opinion or choose to pass

3,

Facilitator calls out issues of a controversial nature and asks participants
to visibly place themselves along continuum in ke~ping with their
opinions about the issues~· . For example, facilitator might say "Where
do you stand on ••• ? 11
a, talking to strangers on the street
b. telling a friend he has bad breath
c. pleasing the teacher

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Did you notice where others placed themselves?
-What did you learn about other members of the group?
About yourself?

Process:

Ask Questions:
-How did you feel about publicly taking a stand?
-Were you tempted to change your position after you
looked around you?
-What did you learn about the group as a whole?

Validation':

Suggest that members validate, saying:
I felt good when. , , 11
"One thing I like about this group is ••• "
11

CCC Supt. of Schools
Drug Education
JG:vc

TIME: 20 minutes
MATERIALS: ·paper, pencils
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20 THINGS YOU LOVE
OBJECTIVES:
1.

2.

use of a visual illustration to assess present values
to provide a method for cataloguing personal growth and change.

INSTRUCTIONS:
1.

Participants number paper down center from 1 to 20

2.

Ask participants to list 20 things they love to do.
isn't necessary

3.

Then ask participants to code their lists as follows:
a. next to each item, write the date when you last did it
b. put an "A" next to any item you prefer to do alone
c. p = prefer to do with people
d. $ = costs more than $2.00
e. T = would like more time for
.f. Pa = you think your parents would put on a 20 Loves List if they
made one
g. 65 = you hope to be doing when you're 65 years or older

4,

Upon completion of activity, have participants write one I Learned Statement

Particular order

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Is there a particular part of your life you would like
to devote more time to?
-Hould anyone like to share something he learned with the
group?

Process:

Ask questions:
-How did you feel?
-What thoughts crossed your mind as you coded your list?
-Any verbal or non-verbal indication of group feelings
during coding process?

Validation:

Suggest that members validate, saying:
"I felt good when ••• "
"I liked it when ••• "

CCC Supt. of Schools
Drug Education
JG:vc
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.TIME: 15 minutes
MATERIALS: Paper, '··
Pend.ls
SELF-CONTRACT
Objectives:
1.
2.

to reflect upon personal situations
to set new directions and commitment

Instructions:
1.
2.

Each group member identifies: a personal intention about which
he has been procrastinating
Explain that validity of a contract depends on its being
specific, believable, attainable

3. Each member then writes a self-contract as follows:
"I, .

. , will by
(Commitment)---------

Signed,

Witnessed;:-:.-.,.~-~-=~-n=-,r----=4. Author of contract asks two other group

memeb~rs

to sign as

witnesses
5.

Aut:.hor may ask witness to check on specified date to learn
of contract's completion

Qiscussion/ProcessLValidation:
Discussion:

Ask questions such as:

-Did you have difficulty narrowing your choices to one
situation?
-Do you think that writing a contract for yourself will
help you fulfill the commitment?
Process:

Ask questions

-How did the witnesses feel?
-How does your contract make you feel?
Validation:

Suggest that members validate, saying:

"I felt good when ••• "
"I like my contract because ••• "
CCC Supt. of Schools
Drug Education

/
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FIFTEEN LOVES

= I LEARNED I LIKE WHAT I'M DOING FOR LATER YEARS.

1.

I LEARNED

2.

I WAS SURPRISED = I WAS SURPRISED THAT USING MY IMAGINATION
TO CREATE MATERIALS HAS BECOME SO IMPORTANT
TO ME, MUCH MORE SO THAN I THOUGHT.

3.
4.

= I PREFER DOING THINGS WITH PEOPLE TO BEING ALONE.
I WAS DISAPPOINTED = THAT I HAVEN'T BEEN PLAY GOING OR BOATING

5.

I NOTICED

I RELEARNED

MORE OFTEN. THIS POINTED OUT A LACK IN
THESE ACTIVITIES.

= I WAS LOW IN DOING THINGS ALONE.
DOING THINGS WITH PEOPLE.

I SEEM TO PREFER

OTHER CODES ( 15 LOVES)
1.

* =

2.

+

_3. 5Y
4.

IN FRONT OF YOUR FIVE FAVORITES·

= DO MORE OFTEN
= WOULD NOT BE LISTED FIVE YEARS AGO

V - VALIDATION FROM OTHER PEOPLE

= RISK TO PHYSICAL, MIND, OR EMOTION
6. M = DO WITH MOTHER
7. F = DO WITH FATHER
8. B = DO WITH BOTH FATHER AND MOTHER
5.

R

THERE ARE MANY OTHER CODINGS LISTED IN THE BOOK
THIS IS A GOOD ALTERNATIVE LIST. HAVE YOUR STUDENTS 'LIST TEN
THINGS THEY LOVE TO DO. THEY TEND TO BE MAINLY PHYSICAL
ACTIVITIES.
BASED ON SIMON, HOWE,
STRATEGY #1.

&KIRSCHENBAUM,

VALUE CLARIFICATION,

TIME: 40 minutes
MATERIALS: copy of story, paper, pencils
ALLIGATOR RIVER
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OBJECTIVES:
1.

2.
3.

to give opportunity to prioritize values
to encourage sharing of values with group members
to encourage understanding and acceptance of othersi values

INSTRUCTIONS:
1.

Tell "Alligator River" story to seated group

2.

Ask each participant to rank the five story characters - Abbey, Gregory,
Sinbad, Ivan, Slug - from "most offensive" (#1) to "least objectionable"
(#5)

3.

Have participants divide into five sub-groupsaccording to character
they chose as most offenisve. Allow sub-groups 5 minutes to discuss
reasons for their choice, to affirm their values in common

4.

Ask sub-groups to then to an about-face to brainstorm reasons for
defending the same character as the most honorable, righteous and moral
of the 5

5.

S1ili-group chooses a representative to present its revised supportive
opinion to full group membership

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-What values did each of the 5 story characters represent?_
-Did you have difficulty ranking the 5 characters?
-What have we learned about values within the group?

Process:

Ask questions:
-How did you feel about your sub-group?
-When you were asked to dramatically reverse your opinion?
-How did you decide who would present reversed opinion
to full group?
-How do we feel as a group now?

Validation:

Suggest that members validate, saying:
"I felt good when ••• 11
11
I liked it when ••• 11
"I admired the ability of ••• II

Alligator River
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Once upon a time there· vrere two college students, Abbey and Ivan,
vrho were very much in love. Luckily, they both lived in the same home
tovm. Abbey and Ivan were home for Christmas vacation during their
senior year but, unluckily, the bridge over Alligator River - which
separated their homes - was washed out due to a torrential flood.
Swimming to the opposite shore was, of course, out of the question
since the river was teemine vlith rt.an-eating alligators. On Christmas
Eve, Abbey became like a vJOman possessed; the only thing she wanted in the whole, wide world.- \vas to be with Ivan. She went down to
the river and stood there mournfully, watching Ivan's Christutas tree
lights ttvinkling on the other side.
While she stood there, she had a brainstorm. She would ask her
friend Sinbad, a river boat captain, to ferry her across! She ran
to Sinbad's house and posed the ques~ion. Sinbad replied he would do
it under one condition only: sh'e ~-1ould have to sleep with him first.
11
But I love Ivan! 11 she cried. 11 Sinbad, I'll ~ive you all the money
I have left in my Christmas Club - please help me!" "No dice, Abbey.
I've loved you since high school. It's you and me in the rack, or nothin."
Chagrined and shaken, Abbey then ran down the block to Gregory's
house. She explained her predicament but Gregory explained he couldn't
help he·r out for two reasons. Not only did he have plans he couldn 1 t
change, but he owed Sinbad money and didn't dare put their already
tenuous friendship on the line like that. "Sorry, Abbey, wish I
could help but I can't.n
How to g~!t to Ivan's house? She loved him, she -vranted to share
Christmas Eve with him. After much soul-searching, Abbey decided
her only recourse was to accept Sinbad's offer.
Sinbad, being a man of his word, then ferried her across the
river. Ivan was thrilled! "Abbey, my love, Herry Christmas! You're
fantastic, howvd ya get here?" Abbey felt obliged to tell Ivan of her
amorous escapade. Ivan listened carefully to her story from beginning
to end but then made his decision. "Abbey, I. .. I can't do it ••• I just
can't feel the same way about you." And he cast her aside with despair.
Heartsick and dejected, Abbey sought out her friend Slug and told
him her tale of woe. 11Hhy that lousy-good·-for-nothing-Ivan," ~lug
exclaimed. "Hhat a rotten thing to do. Ivll defend your honorp Abbey!"
And he promptly went to Ivan 1 s house and beat him to a bloody pulp.

THE END

CCC Supt. of Schools
Drug Education
1\A:vc

TD1E:

20 minutes

~~TERIALS:

packet of materials
per group
1 01

KITCHEN KAPERS

OBJECTIVES:

1.
2.
3.

to experience the creative power of brainstorming as a problem-solving technique
to promote creative thought and fun
to build inclusion and group unity

INSTRUCTIONS:
1.

Prepare packets. Place 2 index cards~ 2 paper clips, 4
in business-sized envelope. Seal envelope

2.

Divide into groups of 4 or 5

3.

Each. group receives a packet of mate 1:ials. Inform groups that they shall have
12 minutes to invent and bu_ld one 11 Kitchen Utensil Every Household Must
Have." Encourage bizarre~ zanny ideas,

4.

Stop the "inventors" at 12 minutes

5.

Ask each group to then present a
product

short~

toot~picks

and 1 pencil

3-minute commercial advertising its

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask qudstions such as:
-

Process:

Ask question:
-

Validation:

Did
How
Who
How
Hm:r
How

you feel free to offer suggestions?
did your grt.up decide what to build?
was tLe leader? Ho1 did you know?
did you L!L'l before group knew what it would build?
did you i ::el uh,m device was completed?
do you feel as a group not-1?

Suggest that memL,::rs val ,_date, saying:
11

CCC Supt. of Schools
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t.fuat other :Ld<:as Lw i.nventicms' did your group have?
Throughout :onc;l"rtlcti Jn~ did the purposes for the device change?
What he ;c T.ve le<,rned about the variety of talent in our groups?
When til&S the: La, t time you built something with your hands?
Did tl,.,; g coup ha\r ~ Lm '?

I felt good '>vhc· 1..

"

"I liked it 1:11hen.".

1

:

11

Time: 1 hour
Materials: case per group

TWO SIDES TO EVERY STORY
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Mock Trials for the Intermediate Grades

1.
2.
3.

to experience brainstorming snd the search for alternatives as a problem
solvinB technique
to enhance skills of critical analysis &ld decision-making
to experience the fun of creative, improvisational drama

,!NSTRUCTIONS.:

1.

Divide into groups of 6 or 7

2.

Each group receives a different case. Allo~-1 group members to:
a. choose roles each will play, decide on appropriate witnesses for
the t'wo lawyers
b. brainstprm for about 5 minutes ideas and evidence one la,~er will
present to jury. Brainstorm for another f:lve minutes ideas and
evidence other lawyer w:Ul present. All group members participate
in both brainstorming sess:l.ons

3.

Groups stage their trials, one at a time, in front of class

·~~.

Re..m.\li.ning class members compr:f.se the jury during each trial. After
each tr:t.al, jury reaches its verdict (majority rules) by a show of hands

5.

Encourage a "debriefingn (discussion) session after each indivj.dual trial

Discussion:

Ask questions such as:
- During the brainstonning, Hhat did you learn about the
group? Your values? Others' values?
- Does a controversial issue always have one right answer?
- As a member of the jury, why did you vote the way you did?
- Can anyone from the jury suggest additional, alternative ways
of vie~.;ing this issue?
- Can you think of a conflict issue in our classroom or
curriculum that we could stage as a trial?

Process:

Ask questions:
- How did you decide who t'lould play the different t•oles?
- Did you feel free to express your opinions during the
brainstorming?
- How did you feel ~<1hen people's opinions were different from
yours?
- Hm-1 did you feel about your group during the trial?
- llotv do you feel as a group notv?

Validation:

Suggest that membero validate, saying:
"I liked :i.t when ••• "

"I felt good when.,. 11
"I thought
did a great job when ••• "
"I was in!presse·;r·lvith ••• 11

TWO SIDES TO EVERY STORY
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.,

Group members:

1.

The JUDGE,

-------,

at all times.

makes certain there is "order in the court" ·

He makes certain no one speaks out of turn and asks the

lat-zyers to present and question their lY'itnesses in an orderly fashion.

2.

The two LAHYERS,

-------------- and --------------

present their

witnesses during the trial and ask questione of them.
brainstorming session, all group

~em~ers

help both

During the

la~~ers

think of

ideas and questions for use during the trial.

3.

The CLERK, ·- __ _

, reads the case to the jury and announces

lY'hich group members are acting out the d:lfferent roles.

The clerk

"'hr.,.lrl r'".Ve a loud, clear voice.

4.

The

C0uRT OFFICER,

-------,

gives the oath ("Do you s•.vear to tell

the whole truth ••• ?") to each of the witnesses before they spe.~.k in the
trial.

During the trial, the court officer stands by the door to

m~ke

certain there is no trouble in the courtroom.

5.

WITNESSES - during the brainstorming session, all group me'!:l'hers decide
on witnesses the lawyers might need to help t-Tin their cases.
are chosen from the

g:·~··.p

Witnesses

and give evidel"..:!e for their lawyers during

the trial.

-2-
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TWO SIDES TO EVERY STORY
lUll the Bubble Burst?
Fred's Factory makes cars, trains, and bubble gum in East Stubble Gulch.
Its many huge smokestacks send dirt and black smoke into the air, and the factory
sends waste materials into the Stubble Gulch River.

Your father and all your

friends' fathers in East Stubble Gulch work at the factory and if the court decides
to close the factory, all the men will lose their jobs.
illegal to pollute the air and water.

l~at

California law states it is

should happen to the factory?

I

One lawyer - tries to prove the factory should be closed
Other lawyer - tries to prove the factory should remain open

-3-
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THO SIDES TO EVERY STORY

Henry
Henry is a very unhappy man.
the time.

Everybody hassles him so he gets drunk all

One day he was in a bar and was drinking too much.

and said, "Henry, you are a no-good, drunken bum."
up a knife that he saw on the bar and stabbed Elmer.
arrested Henry and plan to put him in jail.

Henry

~..ras

Elmer came up to him
so upset he picked

Elmer later died.

What should happen to Henry?

One lavryer - tries to prove Henry should be thrown in jail
Other lawyer - tries to prove Henry shouldn't be thro\m in j.ail

-4-

The police
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TWO SIDES TO EVERY STORY
The Case of the Missing Carnations·
Jo's Boys is a rowdy group of high school boys; some of them have been in
trouble with the police.

The night before the junior prom, Freda's Famous Fine

Flower Shop was robbed and three dozen carnations were missing.
robbery happen.

No one saw the

Friday night at the dance, all the members of Jo's Boys were

wearing carnations in their buttonholes.

The principal called the police and asked

them to come to the high school immediately.

Did

~o'ts

One lawyer - tried to prove Jo's Boys are guilty
Other lawyer - tried to prove Jo 1 s Boys are innocent

-5-

Boys rob the flower shop?
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TWO SIDES TO EVERY STORY
Is She A Good Samaritan?
When Nervous Nellie turned the corner in her car, she saw an 11-year
old girl lying in the street.

A crunched-up bicycle was lying beside the

girl and the driver of the car that hit her was standing beside her.

Nervous

Nellie knew from her First Aid course that you should never move an injured
person.

There were no signs of an ambulance in sight.

When the girl opened her

eyes for a minute and whimpered "Where·'·s my mommy?", Nervous Nellie decided· to
take immediate action.

She picked the girl up and drove her straight to the hospital.

Two days later, the girl died.

The girl's parents want to bring charges against

Nervous Nellie and blame her for their daughter's death.

One lawyer - tries to prove Nervous Nellie did the right thing
by taking the girl to the hospital
Other lawyer - tries to prove Nellie did the '"rong thing by
taking the girl to the hospital

-6-
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lOS
ONE NINUTE AUTOBIOORAPHY

Objectives:
1.

2.

to give each person opportunity to share background
to build inclusion and influence

Instruction:
1.

Divide into triads

2.

Each person has one minute to tell his personal biography to
the other two members of the triad. The two listeners give
full attention without interrupting.

3. The group leader or facilitator keeps time on three separate
exchanges, allowing each member a full 60
"personal ·soliloqy."

second~

for his

Discussion/Process/Validation
Discussion:

Ask questions as:

-When was the last time you experienced 60 seconds of
uninterrupted listening?
-vlas a minute long enough? Too long?
Process:

Ask questions:

-How did you feel?
·-1·lere the other people listening? How did you know?
(any non-verbal indications?)
-Did the third person seem to share more of himself than
the first? (indicating trust or more open communication)
Validation:

Suggest that members validate, saying:

"I liked it when you said ••• "
"I felt good when ••• "
"I \'las particularly interested when you ••• "

CCC Superintendent of Schools
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SOMETHING I CHERISH
OBJECTIVES:
1.
2.

to increase communication skills
to build inclusion and influence

INSTRUCTIONS:
1.

Divide into triads

2.

Each person takes turn sharing with other two "One of my favorite
possessions is ••• ", explaining why he wants them to know about
it, why they might like to hold it, view it, or whatever

3.

To draw individual triads back into larger group setting, each
member shares with full group one item a member of his triad
cherishes. Every participant speaks of another and is spoken
about by a member of his triad

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Can we make some generalizations about the type
of things people seem to cherish most?
-Can you think of other variations we could share, such
as "A place I cherish ••• ", "A person I cherish ••• "

Process:

Ask questions:
-How did you feel about sharing something special?,
-Were the others listening? (Any non-verbal indication?)
How did you know?
-Did the third person seem to share more easily
(indicating trust or more open communication)?

Validation:

Suggest that members validate, saying:
I liked it when you said ••• "
I fe 1 t good when ••• "
"I was interested when ••• "

11

11

CCC Superintendent of Schools
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JOY
OBJECTIVES:
1.
2.
3.

to give each person opportunity to share a part of himself with others
to increase communication skills
to build inclusion and influence

INSTRUCTIONS:
1.

2.

Ask each person in group to share three things about himself:
a.

J - something in your life that just happen"ed;J

b.

0 - one thing you ought to do

c.

y

a part of you that makes you a special person

Urge the listeners to give full, undivided attention to the speaker

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:.
-Do we now know each other a bit better?
-When was the last time you experienced uninterrupted
attention and listening by this mapy:, persons?

Process:

Ask questions:
-How did you feel as you spoke? As you listened?
-Were the other people listening? How did you know?
(Any non-verbal indications?)
· -Did the last person seem to share more easily?
(indicating trust or more open communication)

Validation:

Suggest that members validate, saying:
11

I liked it when you said ••• "
"I felt good when ••• 11
11
I was interested when ••• "

CCC Superintendent of Schools
Drug Education
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TIME: 1 minute
MATERIALS: paper, pencil
111
I LEARNED STATEMENTS
OBJECTIVES:
1.
2.

to foster moments of personal reflection
to help participants 11 lock the learning into place"

INSTRUCTIONS:
1.

Invite each participant to reflect on what he/she has learned from
a previous activity or experien'ce ·' by saying 11 I learned ••• "

2.

Statement may be shared verbally with group or written in personal
journal

3.

Encourage participants to catalogue or compar~ 11 I learned ••• 11
statements from time to time to assess change and/or personal
growth
r•

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Were you able to express what you learned in a
few words?
-What will this brief activity help you to remember?

Process:
-How did you feel as you listened to others share
their statements with you?
Validation:
"I felt good when ••• 11
"Thank you for sharing your statement ••• "

CCC Superintendent of Schools
Drug Education
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TIME: dependent on size of group
MATERIALS:
112

NAME GAME
OBJECTIVES:
1.

2.
3.

ice-breaker
to help group know each other on first-name basis
to build self-esteem, inclusion, influence

INSTRUCTIONS:
1.

Group is seated

2.

First person S,?.YS his name:

3.

Second person says first person's name and then his own:
I'm .Scott"

4.

Third person repeats sequence:

5.

Process contines around circle until everyone has participated; last
person says everyone's name

inr~'circle

"I'm Todd"
You're Todd,

"You're Todd, you're Scott, I'm Midge"

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Why does a person like being called by his first name?
-How many of us will now be able to use first names
during our time here together?

Process:

Ask questions:
-How did you feel as your turn came closev?
-How did the group react if a member was temporarily
stumped on a name?
-How do we feel as a group now?

Validation:

Suggest that members validate, saying:
"I felt good when ••• 11
I liked the way ••• 11

11
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PERSONAL JOURNAL
OBJECTIVES:
l,
2.

to affirm the need for privacy
to provide a method for cataloguing personal growth and change

INSTRUCTIONS:
1.

Each student stores information about himself in an on-going
folder of value clarification activities in which he has
participated

2.

When activities are repeated during the year, students compare
their recent reactions and answers to thEir former responses

3.

Periodically, students a~e given time to review their journals,
write I Learned Statements, take personal inventory, etc.

4.

Personal Journal is also a cumulative file of student's doodles
and jottings of momentary feelings

5,

No one has access to another·' s Personal Journal without permission

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Do you like keeping a Personal Journal?
-What sorts of information are most of us keeping
in our journals?
-How di9 you decide which papers to keep and which
to throw away?

'·.i

Process:

Ask questions:
-How does it feel to have a personal data bank?
-Would you like to share any changes you've noticed
in yourself?
-Are there some things you are sharing· with us now
that you chose not to share before {indicating
more trust and self-esteem)?

Validation:

Suggest that members validate, saying:
"I appreciate your need for privacy because,,, 11
"Thank you for sharing
with us."

CCC Superintendent of Schools
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GALLERY WALKS

OBJECTIVES:
1.
2.
3.

to build communication skills
to build self-esteem and pride in work
to build inclusion and influence

INSTRUCTIONS:
1.

Several participants are assigned the roles of "curators";
remaining participants divide into groups of 3 or 4

2.

Small groups take a "gallery walk" around room to view
articles on display, projects-in-the-making, etc.

3.

Student-curators stand by their Masterpieces and share with viewage
the origin of their ideas, materials used, personal objectives
incorporated into task, feelings about finished work, and so on

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such .as:
-What kinds of things did the curators mention most
-Can we note samenesses and differences among the
curators? People in general?
-What have we learned about the variety of talent
in our class?

Process:

Ask questions:
-How did you feel about sharing your Masterpiece?
-Did the group listen? How did you know?
-Was it easier to explain your work to the 2nd
3rd, and then 4th group (indicating more selfconfidence)?
-How did the curators seem to feel about their work?

Validation:

Suggest that members validate, saying:
"I liked it wheri you said ••• "
"Some of your talents are ••• "
"I like your Masterpiece because ••• "

CCC Superintendent of Schools
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TIME: dependent on size of group
MATERIALS:
ll.5

I WISH ••• I WONDER
OBJECTIVES:
1.
2.

to provide opportunity for wishful thinking
to experience group acceptance of a concern or problem

INSTRUCTIONS:
1.

Members are seated or standing in a circle

2.

Each member of group makes a brief statement beginning with "I wish ••• "
or "I wonder ••• " There is no discussion during activity

3.

Statements can be related to part of personal life, feelings about
politics, school, the group, etc.

4.

Try to go around circle more than once.

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such .as:
-When was the last time you were encouraged to share an
issue that affects you deeply?
-Do we share some common,Mishes?

Process:

Ask questions:
-How did you feel?
-Did.the others listen? How did you know?
-Did people seem more willing to share as the activity
progressed (Indicating more trust)?

Validation:
"I liked it when ••• "
"I felt good when ••• "
"I admired your honesty:~when ••• "

CCC Superintendent of Schools
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TIME: 15-30 minutes
MATERIALS': none
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INTERVIEW CHAIN
OBJECTIVES :
1.
2.
3.

to build inclusion and influence
to increase communication skills
to provide opportunity to share personal interests, beliefs, activites
and values

INSTRUCTIONS:
1.

Divide into groups of 4 or 6

2.

Group leader explains the "right to pass"

3.

One group member aks a question of another. The interviewer answers
questions and then asks another question of a third person. Chain
continues in this manner.

4.

Questions may be of an autobiographical nature or may deal with a
number of controversial issues:
a. curriculum subjects
b. leisure
c. friendship
d. family

5.

When not participating in
attention

e.
f.
g.
h.
dialggu~

politics
education
religion
money

,[:group members give full, caring

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Did this activity help you to kno~ group members
better?
-Can we generalize about the types of questions asked?

Process:

Ask questions:
-How did you feel being interviewed?
-Did the group listen? How did you know?

Validation:

Suggest that members validate, saying:
"I liked it when ••• "
"I admired your honesty when ••• "

CCC Superintendent of Schools
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TIME: 5-10 minutes
MATERIALS: ·
VALUE VOTING

l11l

OBJECTIVES:
1.
2.
3.

to encourage active decision-making
to encourage the visible expression of op~n~ons
to build appreciation for the spread of opinion in a group

INSTRUCTIONS:
1.

Full group is seated in circle

2.

Facilitator demonstrates the 5 options for voting on an issue:
a. strongly agree - wave both hands in air, shouts of:bravo, yay, etc.
b. agree - raise hand
c; disagree - thumbs do'V{n
d. strongly disagree - thumbs down, stamp feet, boo, hiss, etc.
e. no opinion, don't care - fold arms across chest

3.

Facilitator then asks controversial questions (appropriate to age
level and group) on which participants vote.

4.

Examples might be, "How do you feel about ••• "
a. eating at McDonald's?
b. wearing seat belts?
c. the president of·. our country?
d. a high school counselor who gives out birth control information?
e. a high school counselor who gives out birth control devices?

.

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-How is this type of voting different from other voting
you've done?
-Do you prefer a particular way? Why?
-Did your friends vote the same way you did? Does this
matter?
-Let's have some group members toss out some ideas for
other issures we can vote on •••

Process:

Ask questions:
-Were you tempted to change your vote after you looked
around you?
-How did you feel about making your values known in public
like this?

Validation:
"I felt good when ••• "
"One thing I like about this group is ••• "
CCC Supt. Of Schools
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TIME: 10MATERIALS:
THE WEEK IN PERSPECTIVE
OBJECTIVES:
1.
2.
3,

to give each person an opportunity to share his week with others
to increase communication skills
to build inclusion and influence

INSTRUCTIONS:
1.

Use in small group, dyads, or triads

2.

First person (group leader) interviews second, second interviews third,
and so on, each using same questions leader introduced ·

3.

All are urged to give full caring attention to the interviewer; there
is ~ discussion during activity

4.

Examples of questions might be:
a.
b.
c,
d.
e. '

5.

"What new and good thing happened to you this past week?"
"Were you in emphatic agreement with anyone?" ·
"Did you make plans for any future happening?"
.
"Is there something you meant to do this week but put off?''
"What one thing did you do that you;tre really good at?"

Activity can be repeated on weekly basis

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Did you find any of the questions difficult to answer?
-Do we now know each other a little better?
-When was the last time you experienced full attention
from this many persons?

Process:

Ask questions:
-How did you feel?
-Did the others listen? How did you know?
-Were the last persons willing to share more than the
first (indicating more trust and open communication)?
-How do we feel as a group now?

Validation:

Suggest that members validate, saying:
"I liked it when you said ••• 11
"I felt good when ••• "

CCC Superintendent of Schools
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TIME: 10-15 Minutes
MATERIALS: pencils, paper
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RANK ORDER
OBJECTIVES:
1.
2.
3.

to provide opportunity to make choices between competing alternatives
to allow persons to publicly affirm and explain th~i~ choices
to provide practice in decision making

INSTRUCTIONS:
1.

Divide into groups of 4 or 6

2.

Leader asks value questions and gives three al ternativec·choices for
responding to each. Each participant writes down the three choices
and then rank orders them, #1-3, according to preference.

3.

Examples of questions might be;
a. Where would you rather be on a Saturday afternoon?
-at the beach
-in the woods
-window shopping downtown
b. Which do you consider most improtant in a friendship?
-honesty
-loyalty
.,-generosity,

4.

Group members share their rank orders with each other and explain
rationale for choices

DISCUSSION/PROCESS/VALIDATION
Discussion: -Ask questions such as:
-Is it difficult to make priorities?
-How did your rank orders compare with those in your
group?
-What did you learn about the group?
Process:

Ask questions:
-When you had difficulty choosing, how did you arrive
at a final decision?
-Did the group listen as you shared your rank order?
How did you know?

Validation:

Suggest that members validate, saying:
"I liked it when ••• "
"I appreciated your dilemma when •• , "
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A TIME OF LEARNING
OBJECTIVES:
1.
2.
3.

to promote inclusion
to encourage effective listening as an interpersonal skill
to give opportunity to access change of values or behavior

INSTRUCTIONS:
1.

Divide participants into groups of four

2.

Each participant shares a time when he/she experienced a situation
that proved to be an important personal learning time. Leader
can suggest that the learning time might be something like;
making a big mistake, getting to know someone I disliked,
trying a new way, etc •••

3.

The three persons listening give full undivided, caring attention
to the speaker. After the story they are to draw out more details,
ask questions, express their mutual feelings or concern,

4.

Each membeer of foursome shares as other three members listen and
draw out

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Do people often share what they have learned out of
a past experience?
-Why do you think it is important to share?

Process:

Ask questions:
-Did you feel the others were giving you full attention?
-Were they listening? Were they caring?
-Did you enjoy their attention and questions?

Validation:

Suggest that members validate, saying:
"I liked it when you said ••• "
"I admired your honesty when you admitted ••• "
"It was good to hear you say., • 11

CCC Superintendent of Schools
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CLIENT-CONSULTANTS
OBJECTIVES:
1.
2.
3.

to encourage effective listening as an interpersonal skill
to utilize brainstorming for problem solving _and/or finding
alternatives
to experience group support for a concern or problem

INSTRUCTIONS:
1.

Have participants divide into groups of four

2.

Each is to have turn being the client. As the client, the person
shares a concern or problem that he/she is experiencing.

3.

The consultants (listeners) are to listen without judgement
or comment while the client S'hares problem. They may ask for
more information if necessary

4.

Consultants then are to make suggestions to the client for
alternatives or solutions to the problem. Leader should advise
consultants not to tell client what to do, but to make many
alternative "brainstorming" suggestions

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-How many suggestions did consultants find for
your problem?
-Do you have some new ideas that you might try?

Process:

Ask questions:
-Did the consultants listen well? Show concern?
-How does it feel to share your own concern with
others?
-How do you feel as a group?
-As a consultant, did you feel sympathetic and caring?

Validation:

Suggest that member

validat~ ,:.s~yli.gg:

II
"I felt
when you
----II
"I cared a lot when you said
-----"I feel I would like to help you

II

-------

CCC Superintendent of Schools
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48 HOURS OF TOTAL BLISS
OBJECTIVES:
1.
2.
3.

to encou~age f~ee-flowing thought, idealism
to build good feelings and fun
to build inclusion and influence

INSTRUCTIONS:
seve~al

1.

Allow

2.

Pa~ticipants w~ite

be 48
3,

Hou~s

minutes

fo~ p~ivate

individually
of Total Bliss

thought

o~ ~eco~d

p~io~

to activity

on tape what

fo~

each would

P~ovide seve~al

a.
b.
c.

options fo~ follow-up activities:
time in g~oups
"I pass" and inco~popate into student's Pe~sonal Jou~nal
have full g~oup t~y to match unsigned a~ticles with p~ope~
ve~bal sha~ing

autho~s

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Did anyone have t~ouble completing this activity?
-Have you eve~ actually lived you~ 48 Hou~s of Tgtal
Bliss? When? Why not?
-Can we note simila~ities between people's desi~es
and fantasies? Diffe~ences?

P~ocess:

Ask questions:
-Why a~e so many people smiling?
-How did you feel du~ing this activity?
-We~e you~ feelings at the end of this activity
diffe~ent f~om you~ feelings at the beginning?
How did they change?
-We~e the othe~s listening?
How did you know (any
non-ve~bal indications)?

Validation:

Suggest that

membe~s

validate, saying:

"I felt good when you said ••• 11
"The nice things I lea~ned about you
"I liked you~ thought about •.• 11

CCC
D~ug

Supe~intendent
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of Schools

a~e,

•• 11

TIME: 8 minutes
MATERIALS: 3 X 5 index card
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SELF-ESTEEM CARDS
OBJECTIVES:
1.

2.
3.

to reinforce the concept of validation statements
to foster positive feelings among group members
to build self-esteem

INSTRUCTIONS:
1.

Activity should take place after group members know one another
fairly well

2.

Each member writes his first name in upper corner of card

3.

All cards are placed in pile. Each member draws a card anonymously
and writes a thoughtful, warm statement about person whose name
is on the card

4.

Cards are returned to pile; process is repeated 4 or 5 additional times

5.

Cards are returned final time and drawn again. Each member reads card
of another, delivering group message as warmly and sincerely as
possible.

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask such questions as:
-When was the last time you received written warm
statements like these?
-Do ~eople usually remember to say nice things about
others?

Process:

Ask questions:
-How do you feel?
-How do you feel about group?

Validation:

Suggest that members validate, saying:
felt good when ••• 11
"Thank you for ••• "

t!J

CCC Superintendent of Schools
Drug Education
11/1/73

TIME: 15 minutes
MATERIALS: set of Eye-Witness photos
per. group
REPORTER GAME
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OBJECTIVES:
1.
2.
3.

to observe the process of communication break-down in a non-threatening
atmosphere
to encourage effective listening as an interpersonal skill
to build inclusion and good feelings

INSTRUCTIONS:
1.

2.

3.
4.
5.

Prepare eye-witness photos:
a. paste a large, totally bizarre, absurd picture (no caption) from
a magazine on a piece of colored paper
b. each group receives 2 of these. pictures, or eye-witness photos
Divide into groups of 6 or 8
Four volunteer reporters from each group leave room
Remaining members of group are silent observers. They offer no comment
or judgement during activity
Reporters are called back into room one at a time:
a. 1st reporter is given Reporter Cards and asked to make up an
outrageous news story .he witnessed at the scene of these 2
photographs. He reports story to observers
b. 2nd reporter is called in. 1st reporter relates same story to
2nd reporter, using his photographs as evidence of the incident.
1st reporter then joins group as silent observer
c. 3rd reporter is called in. 2nd reporter relates identical
incident
d. repeat process with 4th reporter who shares story, as he received it
from 3rd, with full group

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-D::id the story change from beginning to end?
-How and when did it change?
~Would anyone like to share a time when a miscontrued
story make a difference in your life?

Process:

Ask questions:
-Why are the observers smiling?
-How did you feel, as a reporter, as you told the story?
-Were you tempted to add your own vignettes? Why?
-As an observer, was it difficult to not judge or comment?
-Did the reporters listen? How did you know?

Validation:

Suggest that members validate, saying:
"I liked your style of reporting because"
"I enjoyed ••• "

CCC Supt. of Schools
Drug Education
11/1/73

·TIME: 30 minutes
MATERIALS: 3 X 5 index cards
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VALUES AUCTION
OBJECTIVES:
1.
2.
3.

to give opportunity to prioritize values
to give opportunity to take a visible stand on values
to promote fun and good feelings

INSTRUCTIONS:
1.

Divide into groups of 6 or 8

2.

Each group member makes up 5 or 6 values statements, one per index
card. Examples of values statements might be:
a. My mother is one of the most important people in the world
b. A dog is really man's best friend
c.. I would rather be alone than with people

3.

Each member receives $500 of play money with which to bid on values
statements

4.

Group leader reads all statements to group, allows time for personal
prioritizing, and then auctions off statements, saying "How much
am I bid for this statement?", "Do I hear more?", etc.

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-How many people were able to buy the values statements
they had originally planned to?
-Did anyone have difficulty budgeting his money?
In what way?
-Can we make a generalization about the types of
statements that were most popular? Least popular?

Process:

Ask questions:
-How
-Why
-How
a

did you choose which statements to bid on?
are you smiling? Not smiling?
did you feel when you became the final owner of
statement? When someone else outbid you?

Validation: 1 Suggest that members validate, saying:
"I felt good when ••• "
"I admired your determination when ••• "
CCC Superintendent of Schools
Drug Education
11/1/73

TO BUILD A BETTER BATHTUB
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OBJECTIVES:
1.
2.

3.

to warm up a group
to promote inclusion
to experience the fun and creative power of brainstorming as a
problem solving technique

INSTRUCTIONS:

1.

Ask each group to appoint a reporter to jot down ideas on paper,
blackboard, or newsprint as fast as ideas are called out

2.

Tell groups that to "brainstorm" certain rules must be followed:
a. all ideas are o.k., call them out rapidly, one person speaking
at a time
b. no comments or judgments may be made at all
c. avoid discussion on ideas
d. give opportunity to each person to fantasize as wildly as
possible

3. Inform groups that they shall brainstorm for ten minutes on the
subject, "how could we design a better bathtub for more enjoyment,
efficiency, and comfort?" Reporter jots down all ideas

4.

Stop the brainstorming at ten minutes.
report back

Ask e.ach reporter to

DISCUSSIO~~R2CESSLV~LIDATION:

Discussion:

Ask questions such as:

-Are many heads better than one to get a wider range of ideas?
would have happened if we had judged, commented or discussed
ideas as they were offered?
-Could we use this technique on other questions? Can you suggest
some?

-1~hat

Process:

Ask questions:

-Did you feel free to offer any silly suggestions without judging
them yourself?
-Was it difficult not to judge or comment?
-Did the group have fun?
-How does the group feel about itself after this activity?
Validation:

Suggest that members validate, saying:

"I liked it when you said ••• "
"I felt good when ••• "
"Your suggestions helped me to ••• "
CCC Supt. of Schools
Drug Education 10/23/73
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TWO ON A CRAYON
OBJECTIVES:
1.
2,
3,

to demonst~atBthe powe~ of non-ve~bal communication
to p~omote coope~ation and fun
to build .inclusion and influence

INSTRUCTION:
1.

Divide into diads

2,

Each diad is given one

3,

Pa~tne~s

what
4.

c~ayon

and one piece of

may not talk to each othe~ o~ decide
they will d~aw as a team

const~uction pape~

p~io~

to activity

pictu~e

While a 3 o~ 4-minute song is played in backg~ound, both pa~tne~s
hold c~ayon simultaneously and non-ve~bally d~aw any pictu~e
togethe~

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-What did you
-What have we

P~ocess:

d~aw?
lea~ed

What does it ~ep~esent?
about sha~ing and coope~ation?

Ask questions:
-Was it difficult not to talk to yo~ pa~tne~?
-Did each pa~tne~ sha~e equally in the making of
the pictu~e?
-Which pa~tne~ was the leade~? How did you know?
-How did you feel when you ~ealized you~ pictu~e was
going to be something?

Validation:

Suggest that

membe~s

validate, saying:

"I liked it when ••• "
"I felt good when.,. 11
"I like you~ pictu~e because ••• "

CCC
D~ug

Supe~intendent

Education
10/24/73

of Schools

TIME: 45 minutes
MATERIALS: paper bags, magazines .. ;~
scissors, paste, stapler
WHAT'S YOUR BAG?
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OBJECTIVES:
1.
2.
3.

use of a visual illustration to represent self and values
to provide an opportunity for some jovial "cutting and pasting"
to build inclusion and influence

INSTRUCTIONS:
1.

Divide into groups of 6 or 8

2.

Each group receives one bag per member, a pile of magazines, scissors
and paste

3.

Each member makes his bag into a personal collage, using pictures and
phrases from magazines. ·The outside represents one's public image,
values and choices. The inside contains one's private world.

4.

The bags may be stapled shut to insure privacy for the inside worlds

5.

Group members take turns sharing outside of bags offering rationale for
some choices; each member may or may not share a part of the inside
world at time of activity or later date.

DISCUSSION/PROCESS/VALIDATION
Discussion:

Ask questions such as:
-Why are people laughing?
-Did people start giving pictures to one another?
-Do you think your bag is a true representation of
yourself'?
-What did you learn about yourself? About the group?

Process:

Ask questions:
-How did you feel?
-Did members share both parts of their bags?
-How do you feel about group now?

Validation:

Suggest that members validate, saying:
-"I felt good when ••• 11
-"I like your bag because ••• "

CCC Superintendent of Schools
Drug Education
11/14/73

Why?

:;·.,~

,.

APPENDIX D
SOCIOMETRIC SURVEY:

SOCIAL DISTANCE SCALE
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THE CLASSROOM SOCIAL DISTANCE SCALE*
INSTRUCTIONS
The scale can be used for grades 3 through 12 according to
Directions A and for grades Kindergarten through 2 according
to Directions B
~

,,

Directions A:

Ditto a class roster in alphabetical order (do not separate
boys and girls) similar to the example below. At the top of
the roster, write the following three categories:·
1.
2.
3.

A Person I most Admi~e
A Person· I would iike to Have in My Tribe
A Person I Don't Know Very Well

Write the three categories on the board, distribute roster to
the class, and read the following instructions:
1.

Each of you has different feelings about each student
in the class. Some you would like to have as your best
friend and others you like but don't necessarily want
as friends. Other students you don't know very well
or don't particularly like.

2.

You have been given the names of the students in our
class. For each name you should check either space
number 1; 2 or 3 depending on how you feel about that
person. I have written on the board the 3 ways you may
feel about your classmates. Are there any questions?

3.

I wil~ read each name on the class list and you should
follow on your list so that you know these names before
you check each one.

4.

When you have finished, please wait for me to pick up
your paper.

Note to the Teacher: You may choose to move about the ·room during
the administration of the Classroom Social Distance Scale to assist
those students who are having difficulty either reading the names·
or understanding the task.
NAME
Person I Would Person I Don't
Persoa
I Most A mire Like in Mv Tri 1-F..Knnw Verv _WelJ
STUDENT NAMES

1

2

3
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Directions B:
Write the three categories on the board and next to each category, paste an example of one color to represent it (i.e., "A
Person I Most Admire"--YELLOW, etc.). At the same time, post
an envelope per student (with name clearly visible) on the
bulletin board or wall. Leave the categories and envelopes
in view for several days.
Explain to the students:
1.

Each of you has different feelings about each student
in the class. Some you would like to have as your best
friend and others you don't necessarily want as friends.
Other students you don't know very well or particularly
like.

2.

In order to form TRIBES, we are going to award each
other feathers. During the next .few days, each of us
is going to put one feather in every envelope. The
color of the feather you put in a person's envelope
should tell how you feel about that person according
to the colors on the board.

3.

In a few days, I will gather the envelopes; the feathers
will tell me who will be in each TRIBE. Please do not
look in any of the envelopes_when you put your feather
in--this is a secret ballot.!
·

l..

Note to the Teacher: You will want to help each child make a
a list of feathers he/she has given so that each child receives
only one feather from every class member. Also, the name of
the "giver" should be clearly visible on each feather in an
envelope. When scoring, mark 1, 2 or 3 on roster sheet for
colors of categories.
SCORING
To score the results, tabulate the number of points assessed
for each student. For example, if 5 students checked #1 after'
John's name (5 points), and 4 students checked #2 (8 points),
and 10 students checked #3 (30 points), John's total score is
43 points. The student with the least number of points is the
most peer-accepted in the room while the student with the most .
points is the most peer-rejected.
For your own convenience, list the students in ascending or
descending order. Then, divide the students into TRIBES of
6 or 7 by selecting both leader and non-leader types from your
Social Distance Scale.

*Taken from Gibbs, 1974.

